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CHAPrER I 
ST~TEMENT OF THE PROBLEM 
PURPOSE 9!. '.!_'~.  
This study was designed to test experimentally several interrelated 
hypotheses concerning the relative effectiveness of two group discussion 
methods in a college-level course in psychology. The specific hypotheses 
set up for testing 1vere: 
1. Students will make greater gains in the acquisition of subject 
matter knowledge in student-centered group discussions than they 
will in instructor-centered group discussion classes; 
2. Subject matter achievement will be positively related to fre-
quency of participation by the students in the class discussions; 
3. Gains in emotional adjustment of members of the student-centered 
groups will surpass those of the instructor-centered sections; 
4. Students will evaluate more highly student-centered classes than 
they will instructor-centered group discussions. 
This first chapter will be devoted to explaining the derivations of the 
hypotheses being tested, and to a description of criteria which distinguish 
student-centered from instructor-centered discussion methods. 
JUSTIFICATION FOR THE STUDY 
----~------- --- --- -----
Many years ago, in 1917 to be exact, Gates (27) reported that subjects 
who actively participated in the learning situation tended to learn a greater 
amount, learned more rapidly, and showed less decrement in what they had 
learned lvith the passage of time. Specifically, he found that his subjects 
who spent four-fifths of the available time i n recitation or reproducing 
the material which they had been studying learned 100 per cent more than 
those who spent all of their time in the learning situation re-reading the 
material. Since Gates reported this classic study many educators and 
psychologists have corroborated the essential soundness of the principle 
of active participation. This support has come not only from Dewey (18) 
and his associates, but also from experimental psychologists, field theo-
rists, and art educators. Haggard and Rose (34) for example, were suffi-
ciently impressed with the essentiality of the active participation of the 
learner in any goal-directed activity that they postulated a Law of Active 
Participation in their paper reporting the conditioning of the autokinetic 
phenomenon. Levrin (42), in discussing the difficulties of converting the 
German people to a democratic way of life at the conclusion of World War II, 
pointed out the impossibility of conversion by merely studying or talking 
democracy and insisted that ideological conversion could only be brought 
about by giving the Germans actual practice in democratic methods. Lewin, 
Lippitt and White (43) conducted a pioneer study on the relationship of 
arriving at group decisions under various forms of leadership and the pro-
ductivity of the groups and the intra-group attitudes created. Democratic 
leadership was found to be superior to either autocratic or laissez-faire 
methods in helping youngsters to assume responsibility for their 01~ behav-
ior. Cartwright and Zander (13) very recently edited a compilation of re-
search papers on group dynamics, one of the principal findings reached con-
sistently by the experimenters reporting being that it is difficult to 
overemphasize the importance of group participation as a dynamic factor in 
learning. These citations to the work of Lewin and his disciples are 
mentioned in this introductory chapter only to point out the pervasiveness 
2 
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of the acceptance of the concept of active participation as an important 
learning factor in psychological theory, and are not intended as a review 
of the literature which will be done in the following chapter. 
Contributions from several divergent educational or psychological 
disciplines must be mentioned in attempting to determine the various source 
of ideas that were considered pertinent to the hypotheses investigated in 
this study. Snygg and Combs (70) in their textbook setting forth the basic 
tenets of the phenomenological approach to the explanation of human behavior 
certainly have influenced the thinking of the experimenter and sharpened his 
interest in attempting to formulate into testable form the concepts that 
behavior is determined by the phenomenal field of the organism at each 
moment of action, and that prediction of the future behavior of any person 
is dependent upon the accuracy of the inferences made from observation of 
his present behavior. The proposals made by Rogers (58) that learning is 
similar to psychotherapy in that progress in both follows the same regular, 
predictable steps from emotional release, to exploration of new attitudes 
or aspects of the material to be learned, to awareness of previously denied 
elements, to nevr concepts of the self and the external world; and finally 
to a more desirable course of action, or the incorporation of new insights 
into one's behavioral systems fit in very well with the subjective predi-
lections of the writer and have been privately, if unscientifically con-
firmed by both introspection and the observations of the behavior of other 
people. The demonstrations in perception developed by Ames (2), the sig-
nificance of which was emphasized by Hadley Cantril (12) in his book, 
THE "WHY" OF MAN'S EXPERIENCE have convinced the writer of the idiosyncratic 
nature of perception and the necessity for assaying the personal frame of 
reference of any individual if approximately correct interpretations of his 
present behavior are to be made, or if accurate predictions of his future 
performance are desired. The provocative ideas on education presented by 
Kelley (37 & 38) substantiate in theory and make explicit statements of the 
insights into human behavior which the perceptual demonstrations developed 
by Ames at the Eye Institute at Hanover, New Hampshire prove to be so firmly 
established in reality. 
But perhaps one of the most pervasive of factors that underlies the 
problem here investigated is the apparent schism in the behavior of the 
design students with whom t he writer has wor ked for the past six years. 
The Rhode Island School of Design is a professional art school offering 
instruction in fifteen areas of fine and appl ied arts. Its student body, 
dravm from all of the forty -eight states and several foreign countries, 
devotes approx imately ninety-six of the 120 credit hours re~uired for the 
baccalaureate degree to studio work. The phrase "learning by doing" has 
been used so glibly and loosely that it has degenerated into becoming a 
clich/. At the School of Design, however, students create or construct 
objects, whether a painted landscape, a carved piece of sculpture, or the 
model of a building, as proof to themselves and to their instructors that 
they are learning. As an accredited institution of higher education the 
institution is committed t o educating the whole man, re~uiring each s t udent 
t o earn a total of 24 semester hours in the humanities and the social 
sciences in order to ~ualify for the degrees granted by the school . The 
overwhelming majority of students in the school are visual minded, a far 
smaller proportion of them having the verbal facility or the interest in 
verbal activities characteristic of the students in liberal arts colleges. 
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Thus the unwillingness or inabilitY of these talented young men and >-ramen 
to become sufficiently ego-involved in English literature or principles of 
economics, despite scholastic aptitudes which compare favorably with those 
of their liberal arts contemporaries, constitutes a perennial and frus t rat-
ing problem to the faculty and the administration of the institution. If 
a student-centered course in psychology during the freshman year of our 
students can succeed in weakening or destroying the misconception, built up 
as a result of twelve years of teacher dominated instruction, ·that "book" 
learning, as well as design learning is possible without the active part ici-
pation and ego-involvement of the student in the learning situation, the 
time and energy expended on this study will have been well spent. 
Having summarized most of the intellectual wellsprings from which the 
rationale underlying this venture . into student-centered teaching 'has. origi-
nated, one ·m.ay now attempt to describe briefly some of the ways in which 
student-centered teaching may differ from instructor-centered teaching. The 
term "student-centered" is a phrase that has strong negative, emotionally-
ladened connotations for many teachers. A freq_uent r ·ejoinder to the comment 
that student-centered and instructor-centered methods of instruction ar e 
being compared is, "Nonsense, every teacher worth his salt is a student-
centered teacher." In an emotionally tense personal encounter there is 
small possibility that there will be any meeting of the minds as to just 
how the two methods do differ. McKeachie (49) has written a paper setting 
forth the dimensions along which the contrasting classroom procedures may 
be compared. First on this list comes the q_uestion of establishing goals 
for the course. To the extent that the students participate in deciding 
how far and in what direction the course is to proceed, to that extent may 
5 
it be labeled as student - centered . This criterion alone, if applied to the 
classes of the majority of college teachers, would eliminate them from in-
clusion in the student-centered camp. A second way in which the methods 
contrast is the types of goals considered appropriate or desirable - intel-
lectual, applied, or affective. The teacher-centered class might emphasize 
the intellectual or subject matter outcomes of instruction to the exclusion 
of the emotional or practical possibiiities of the subject matter. A third 
dimension of difference is in the amount of student participation desired 
or found in the differing teaching methods. Both in proportion of teacher 
to student statements and in the total amount of class time devoted to stu-
dent or teacher contributions a ~uantitative differentiation might be made. 
The willingness to accept or the tolerance to allow irrelevant or erroneous 
statements on the students 1 parts by the teacher may also be noted as a 
discriminating dimension. The creation of group cohesiveness, a feeling of 
11we-ness, 11 is claimed by the nondirectivists to result from the student-
centered approach, contrasted with the ego-centricity and personal isolation 
said to be associated with teacher -dominated classrooms. And finally, the 
amount of time which is devoted to discussions of personal problems of the 
students, and the degree to which the students develop new insights into 
the solution of their problems is suggested as still another dimension of 
difference between the more traditional teacher-centered and the ne1ver 
student-centered rationale for setting the stage for learning . 
One hastens to add that the classroom procedures discussed above as 
dimensions of qifference are almost certain in practice to be differences 
in degree rather than differences in kind. The completely student -centered 
classroom is as much a rarity as is the authoritarian, sterile climate 
6 
that would be the result of complete compliance with the teacher-dominated 
viewpoint. Adm~nistrative re~uirements that all students be prepared to do 
creditable jobs on end-of-course examinations) the deep-seated personality 
structures of the teachers and the attendant emotional needs which they 
bring to the classroom for satisfaction) and resistance on the part of both 
students and teachers to depart too far from the tried-and-true methods of 
our forebears are some of the factors militating against even experimentally 
oriented psychologists adopting in toto the student-centered teaching inno-
vation. 
The following chapter will survey the research literature. Recent 
studies will be noted in some detail and the differences between these and 
the .results of earlier studies will be summarized. 
7 
CHAPrER II 
REVIEW OF TEE LITERATURE 
During the past fifteen years there seems to have developed in higher 
1
education in the United States increasing interest in determining the most 
effective methods of instruction. Evidence of this heightened interest in 
teaching methods, particularly in psychology and the social sciences, is 
noted in the large number of citations to research reports made by Birney 
1and McKeachie (8) in their recent summary of research in this area since 
1942. Much of this activity seems to have been undertaken by the advocates 
of the client-centered therapeutic method first enunciated by Rogers(5 6 ) in 
11942. Carl Rogers and his followers, on the basis of their counseling and 
1!teaching experiences maintain that clients 1 or students 1 perceptions of 
themselves and the short as well as long-range goals they hope to attain 
lshould be at the core of the therapeutic and/or learning situation. 
Acting upon this assumption, students in some college psychology 
classes have been allowed a great deal of freedom in their choice of dis-
cussion topics and in determining course goals. This shift of emphasis 
from the instructor to the student as the key figure in the learning situa-
tion has aroused heated controversies in American higher education. Tradi-
tionally, college instructors 0fl psychology have used most of the classroom 
time available in delivering carefully prepared lectures on learning, sen-
sation and perception, motivation, and the other generally considered im-
portant topics of psychology. That this syllabus-centered approach is still 
ty~ical of current practice and advocated by influential course planners is 
inferred from the recent report by Wolfle, et al (76 ) on the improvement of 
8 
undergraduate instruction in psychology. 
Teaching psychology) or any college course) by a student-centered dis-
cussion method re~uires that the numbers of students in the group shall not 
be so large that opportunities to yoice one's opinions will be excessiYely 
curtailed by lack of time for all to participate or by the possibly deter-
ring effect of the presence of a large critical audience on one's willing-
ness to voice personal points of view. The enrollment in psychology courses 
during the past fifteen years has grown more proportionately than the phe-
nomenal increase in the college population which has expanded from 1.5 
millions in 1940 to more than 2.5 millions in the 1954-55 academic year. 
At first glance it would seem that huge numbers of students in psychology 
classes would preclude the feasibility of teaching them by a small-group 
discussion method emphasizing informality and student-direction) but if 
experimental studies of teaching methods substantiate the claims of super-
iority of the student-centered discussion over the instructor-centered 
lecture or discussion methods) college administrators will doubtless attempt 
to implement the research findings. 
Perhaps the basic ~uery that current research in teaching methods 
attempts to answer is which situation brings about greater and more desir-
able permanent changes in the behavior of students. Another important phase 
of the controversy) however) particularly in a society devoted to sustaining 
and improving a political democracy) might be concerned with the extent to 
which college students should be allowed a voice in determining what and 
how they are taught. Should college students be given the prerogative to 
decide what scientific principles and facts are most meaningful to them 
or should the instructors) with their greater maturity) wisdom) and 
9 
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certainly knowledge of the accepted findings in their disciplines, remain 
the final judges as to what students shall learn? 
During the nineteen- twenties, and to a lesser extent throughout the 
I 
thirties, investigations were undertaken to determine the relative value of 
the traditional lecture method as compared with the newer discussion method 
·, advocated by Dewey (18), Kilpatrick (4o), and their progressive education 
followers. The so- called progressive school maintained that skill in meeting 
land resolving the ordinary problems of everyday living, habits .of adjusting 
I 
I 
Ito the environment, and respect for and acceptance of democratic values 
ll would generalize from classroom behavior of students allowed to learn by the 
I "discussion" method to the wider contacts of life outside the school situa-
tion. Summaries of these earlier studies (16 & 47) indicated that for the 
I 
I 
,more intelligent students , tested .iirrrilediately after -learn.lng t hat the lecture 
II 
method resulted in greater learning . For the intellectually less gifted 
~~ students, however, the discussion method seemed to be superior, particularly 1 
1 if learning is defined as a relatively permanent change in behavior due to 
experience. While these earlier studies are interesting in that they demon-
1
, strate the continuity of interest which educators have maintained over the 
!l span of years in the efficacy of various teaching methods, the difficulties 
lj in reconciling definitions of "lecture" and "discussion" as used in these 
1
earlier studies with those used by more recent researchers makes comparison 
lof results difficult to make and of doubtful value. Before turning to a 
ll consideration of the more recent research, however, it seems appropriate 
to cite the major conclusion quoted by Wolfle (75 p.701) in his paper 
'I r itten in 1942 on the research of the previous decade on teaching methods. 
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11The experimental evidence submitted to the 
present time tends to support the general 
conclusion that there is little difference 
in achievement in large and small classes 
and, also, that it makes little difference 
as to what method of presentation of the 
materials is used. 11 
In 1942 Carl Rogers' book, COUNSELING AND PSYCHOTHERAPY was published. 
II The ideas presented in this book, coupled with the fact that during the 
!nineteen-forties Rogers supervised many doctoral dissertations done under 
jthe aegis of the Counseling Center at the University of Chicago, resulted 
in the experimental investigation of several hypotheses which lay at the 
core of student-centered theory. A book by Nathaniel Cantor (ll) published 
in 1946 presented a viev~oint toward teaching that is somewhat similar to 
1 the 11nondirecti ve 11 approach advocated by Rogers. Cantor maintains that the 
II 
individual student should shoulder the responsibility for learning. He 
attempts to shift this responsibility from the teacher to the student by 
requiring each student in the class to express himself on what being in the 
1course is expected to do for him. The primary role of the teacher, according 
I to Cantor, is to be the agent who stimulates the development of self-insight 
land social sensitivity in his students. In contrast to Rogers' emphasis on 
permissiveness and complete acceptance by the teacher of any idea or emotion 
expressed by the students, Cantor's approach is a more aggressive, dynamic 
one in which the teacher challenges the student to defend his points of view. 
Transcriptions of classes conducted by this method have been published, but 
I 
Cantor himself has presented no statistical evidence by which the values of 
his techniqu~s might be estimated. Gross (32), however, has published the 
I 
results of the performance of two college classes on a self-insight inventory 
I developed by him, one of the classes being taught by the traditional lecture 
ll 
method and the other according to Cantor's theory. Several years after 
Gross reported on the changes in self-insight of Cantor's students in a 
course entitled Dynamics of Learning as compared with the changes in self-
insight of a group of students in a Principles of Economics course, taught 
by more traditional methods, Ruja (60) applied statistical tests of signifi-
cance to Gross' data and f ound the differences in mean gain between the two 
differently taught classes to be significant at the 1 per cent level of 
confidence in favor of Cantor's method. Reservations to the findings are 
re~uired because no evidence was presented that the nature of the subject 
matter in a Dynamics of Learning course would not by itself have resulted 
in the development of greater self-insight on the part of the participants 
than the more impersonal course content of a first course in economics, to 
say nothing of the effect of the different teachers' personalities on the 
self-insight changes wrought in their students. 
Shedlin (66 ) taught a course in personal adjustment to twenty-five 
students at the University of Chicago. In an effort to maximize the mean-
ingfulness of knowledge to the students, all sessions were conducted 11 
in a consistently permissive, student-centered manner, allowing the initia-
tion and direction of the discussion to be completely determined by the 
values and interests of the group •••• 11 Shedlin's (66, p.8) group met three 
times weekly throughout a semester; the first hour each week was devoted to 
discussion by the entire group, the class was divided into sub-groups of 
8-9 each for the second meeting , and the final meeting each week was devoted 
to the analysis and discussion of case materials by the whole class. Since 
no control group was used, nor any attempt made to measure object ively gains 
in knowledge or emotional adjustment, this study is reported primarily 
12 
because it marks one of the early attempts to implement Rogerian proposals 
in the classroom situation and because of the information furnished by the 
students on the areas by which they felt that their accomplishments might 
be estimated. Grasp of subject matter, gains in personal growth, growth of 
group unity, applications of principles studied, and ideas on the implica-
tions of principles studied were, in the students' opinions, the sorts of 
standards against which their performance could be judged. 
Somewhat similar in basic purpose though not in implementation to the 
dynamic learning approach of Cantor and the student-centered techniQue pro-
posed by the Rogerians is the case method of instruction as used by Berrien 
(6) and his colleagues at Colgate University for the past several years. 
Factual case materials are reported to students in courses in human relations. 
During the class periods the students discuss these cases which have been 
read beforehand . The role of the instructor is unobtrusively to guide the 
discussion, and to reflect and restate student verbalizations. Students are 
also reQuired to submit written analysis of the cases, c·ourse grades being 
determined by the logical soundness of the analysis and by end-of-course 
reports on cases not previously seen. Castore (14) and Castore ~nd Berrien 
(15) report no consistently significant differences on the Watson-Glaser 
Test of Critical Thinking or on the Rosenzweig Picture-Frustration Test 
between experimental and control subjects . in studies by them at Colgate. 
Faw (24 ) taught three sections totaling 102 students a course in 
elementary psychology at Lewis and Clark College using a student-centered 
method with one section, an instructor-centered techniQue with a second 
group and an alternation of the different methods with his third section. 
All of the students in the course met twice a week to listen to a lecture 
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by Faw . Each of the discussion sections met twice additionally each week 
with Faw, the one instructor in the course. Records of the numbers of times 
members of the various groups participated in the discussions disclosed that 
the mean participation score for members of the student -centered group was 
significantly greater than the students in the instructor - centered group 
at the one per cent level of confidence. Not only was the total participa-
t ion in discussion greater for the student - centered group but more individual 
students talked, the median daily participation for the student - centered 
group being 14, as compared with the median of seven students making con-
tributions in the instructor - centered group . Faw found that participation 
was sensitively related to the discussion method being used in the a l ter -
nation group, the frequency of student contributions rising markedly when 
the student - centered method was employed . During the course of the semester 
the experimenter administered three objective type examinations totaling 
264 items to his 102 subjects . Combining the results of the three tests 
Faw determined that the mean scores of the student - centered group were 
significantly better at the 5 per cent confidence level than were the mean 
scores of the instructor-centered section. Expressions of enjoyment of the 
student - centered discussions, as well as the opinion that this method 
yielded greater social and emotional values for the students were offered 
more frequently by the student - centered group than by the instructor-led 
students. A somewhat anomalous result of this experiment was that, although 
they actually made significantly higher scores on the tests, members of the 
student-centered group reported that they felt that they would have learned 
more of the subject matter content of the course had they been in the 
instructor-centered section . 
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In an experiment somewhat similar to that of Faw, Asch (4) t aught t he 
second semester of a year course in psychology to 124 students, dividing them 
into three control sections of approximately 35 each and one experimental 
section of 23 students. Teaching all sections of the course himself, Asch 
matched his subjects for scholastic aptitude on the American Council on 
Education Psychological examination and on the Ohio State Scholastic Apt i -
tude Test and for scholastic achievement on the basis of previously earned 
grade point averages. Students in the experimental class were told that 
they were 11expected 11 to read certain chapters in the text book and were re-
~uired to write a weekly reaction report related to any reading they might 
have done or on any feelings or ideas that may have been aroused as a result 
of the group discussions. A 1-reek before the end of the course and after 
they were told that their performance on the examination would have no effect 
on their course grade, the members of the experimental group took the same 
final examination as did the members of the three control sections. The 
final examination consisted of an objective part and an essay part, the 
latter section re~uiring illustrative definitions of four important concepts 
in psychology. As may have been expected from the fact that the experimen-
tal group 1-ras not informed that they were to take a final examination and 
that it would have no effect on their grade in the colirse, they did sig-
nificantly poorer than did the control group on both sections of the .final 
examination. The mean differences between the experimental and control sub-
jects on the objective part of the final examination was significant beyond 
t he 1 per cent level of confidence and the difference between means on the 
essay section of the final examination was also significant at better than 
t he 1 per cent level of confidence. Despite the fact that his experimental 
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students did not perform as well as the control group on the final examina -
tion, Asch reports that the experimental students mentioned in significantly 
greater numbers than did the members of the control group that the course 
helped them to know themselves better. The Minnesota Multiphasic Personal -
ity Inventory was administered to both groups at the beginning and at the 
conclusion of the experimental semester . On the basis of changes in MMPI 
scores, 73 per cent of the experimental group were better adjusted at t he 
end of the experiment than they had been at the beginning compared with 23 
per cent of the control group who improved in emotional adjustment . Asch 
reported this difference in emotional adjust ment gains to be significant at 
the one -tenth of l per cent level of confidence . 
The mean scores of both experimental and control subjects in this 
study had shifted in the direction of greater tolerance of other groups, 
as measured by the Bogardus Social Distance Scale, but no significant dif -
ferences between final experimental and control means were noted . Faw re -
quired all subjects to attend lectures two hours weekly, whereas Asch re-
quired only his instructor-centered classes to attend the lecture meetings . 
This differential requirement of lecture attendance may have had something 
to do with the superior performance of Faw ' s experimental subjects on the 
course examinations and the relatively poor performance of Asch's experi-
mental group on the end-of- course subject matter test . The reversal in 
performance of the Faw-Asch experimental sub j ects in academic accomplish-
ment may also have been related to the fact that Asch ' s students were per-
mitted to determine their own semester grades in the course, whereas Faw 
presumably assigned semester marks on the basis of performance on the final 
examination . The perceptions of the experimental subjects in both the Faw 
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and the Asch studies in regard to the amount of learning which they believed 
had taken place were in serious error. Although their mean performance on 
the factual subject matter examinations actually surpassed that of the con-
trol sub j ects, Faw' s experimental subjects reported that they felt that bei ng 
in the student-centered discussion group had had an adverse effect on their 
examination performance. On the other hand, while not doing as well on the 
factual examinations as did their controls, Asch's experimental group re -
ported that their being in the student-centered group had helped them t o 
learn the course subject matter. 
Landsman (41) designed and supervised a research study at Syracu se 
University in which the effectiveness of student - centered teaching was com-
pared with a syllabus-centered method. The experimenter emphasized that the 
two different teaching methods employed in his study were not grossly dif-
ferent but that both were toward the student-centered end of a continuum 
that would be characterized by complete teacher domination at one end of the 
scale and by total lack of teacher structuring at the other extreme . One 
hundr.ed · g.nd twerity· six studerit.s ,:,OLeducatio:q_ vrere used as subjects in the 
experiment . In order to control the variable of teacher personality on any 
measured changes that might be attributed to the experimental factor Lands-
man used three different teachers, each of -vrhom acted as his own control by 
teaching according to each of the two teaching methods involved. A total 
of eight sub-groups of subjects enabled the experimenter to establish 
reasonably sized discussion groups of approximately fifteen students. End-
of-study scores on the Horrocks-Troyer Test of Knowledge of Fact and Prin-
ciple in Human Growth and Development, a locally constructed case history 
test, the Group Rorschach, the Minnesota Multiphasic Personality Inventory, 
----=- --~ -
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students' written reactions , and autobiographies of the subjects revealed 
no significant differences on any of the measures between experimental and 
control group means. 
Schwebel and Asch (64) in an earlier study, the conclusions of which 
must be accepted with reservations because no controls were used for basis 
of comparison, taught a total of 70 students, divided into several smaller 
groups, by the nondirective method. Their students maintained that their 
.nondirective classroom experiences made them less self-conscious, less shy, 
reduced the anxiety and guilt feelings associated with sex, and helped t hem 
toward independence in their relations with their families. The authors 
also stated that students who anonymously expressed their liking for the 
student-centered instructional method reported having voluntarily having 
read 220 per cent more in the textbook being used than did the students who 
anonymously expressed a preference for more teacher direction of the class -
room activities. 
Sheldon and Landsman (67) worked with a group of students who had 
gotten into academic difficulties at Syracuse University. The entire group 
met once weekly for a lecture. Dividing the group in two and matching the 
sub-groups on intelligence, rate of reading scores, grade point averages, 
and California Test of Personality performance, the .experimenters taught 
one section by the traditional lecture-discussion method and the other 
section by the nondirective technique. No significant differences between 
the experimental and control groups in gains on reading rate or personality 
adjustment were revealed, but the college-wide mean grade point averages of 
the members of the experimental subjects showed significant improvement 
over the grade point averages of their controls, and fewer of them had 
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dropped out of school a year later because of academic difficulties. 
Kelley and Pepitone (39) carried out a study at the Massachusetts 
Institute of Techn~logy on the effectiveness of group discussion in a Human 
Relations course . One hundred ~nd forty six uppe·r "division students elected 
this one semester course to satisfy one of their reQuirements in the human-
ities. The course was conducted entirely on a group discussion basis, al-
t hough the percentages of teacher to student participation, 54 percent and 
46 percent respectively, raises some QUestion as to whether they could be 
designated as student-centered group discussions. The instructors furnished 
an outline of psychological concepts and theories which were relevant to 
human relations problems. Applications and illustrations of these concepts 
were supplied by the students from their own experiences or observations. 
No examinations were administered at any time during the semester, course 
marks being determined by the insights demonstrated in human relations pro-
blems in the cases which students wrote up in their notebooks. A rather 
ingenious method of having this one homogeneous-in-ability group act as 
their own control was conceived. Three fairly complex problems reQuiring 
the application of human relations principles were given to different sam-
ples of the population at various points in the course. Since all of the 
subjects were reQuired to work on all of the problems, but at different 
phases of the course, and since all of the protocols were analyzed by the 
same scoring system, it became possible to ascertain growth in the skill to 
apply sound psychological principles to human relations problems at various 
stages of the course. A chi-sQuare analysis of the data demonstrated that 
the course produced significant improvement in students' abilities to use 
interactional concepts of causation, and resulted in a shift in attitude 
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toward labor, management, and various other groups in the direction of 
greater tolerance and understanding. 
Bovard (10) did an experiment _at the University of Michigan in which 
the performance of students in a "group-centered" section of twenty-five was 
compared with students in an equal-sized "leader-centered" class. The groups 
vrere matched on Otis IQ's , grade point averages, year in college, numbers of 
males and females, and proportion of veterans. Both sections were taught by 
Bovard and were given identical assignments and examinations. The independent 
variable in this study was the nature of the interaction permitted between 
students and the instructor. In the group-centered class student-student 
interaction was encouraged by the instructor sitting with the students on 
chairs arranged to form a circle and by referring back to the group as a 
whole any questions directed to the instructor. Students in this group vrere 
also allowed to determine how the class should be conducted, how frequently 
examinations should be given, and what the teacher's role should be. In the 
leader-centeredsection Bovard restricted interaction to instructor-student, 
or student-instructor, retained all control as t o content or direction of 
the course, and imposed upon this group the examination schedule determined 
by the group-centered half of the class. An observer gathered data on 
interactions within each of the groups and found that the experimental 
variable was maintained at better than the l per cent level of confidence. 
No significant differences between the mean scores earned on the final 
examination were disclosed. The analysis of a stenographically recorded 
and transcribed class discussion of the group-centered and the leader-
centered section by two clinical psychologists, however, did indicate that 
the group -centered students were significantly superior to their leader-
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centered fellow students in the ability to empathize with the principal 
character of the film upon which both discussiornwere based. 
Guetzkow, Kelly and McKeachie (33) investigated the relationship be -
tween various teaching methods and anxiety on the part of the students, 
tudents' mastery of course content, and the preferences for the students 
as to method. Eight hundred and sixty-:five psychology students met in large 
II 
sections for lectures once a week and in groups of approximately 30-35 twice 
l dditionally 
II 
each week. Three different teaching methods were used in the 
,t wice-weekly "quiz" section meetings; 1 discussion 1 , 1 study-tutorial', and 
! 
h 
·'recitation'. As used in this particular study, "discussion" means a teacher-
li ed group discussion in which participation by students is relatively free 
~ I 
and encouraged, but is directed toward the instructor. • In the 'study-tutorial!' 
I 
meetings the instructor made his help available to any individual student who 
r equested assistance. 
' 
The 'recitations' consisted of a short summary by the · 1 
I 
'instructor of the materials covered in the lecture or the textbook assign-
·I 
ment and a traditional question-and-answer period with the teacher in the 
~ole of questioner . Not only did the students in the 'recitation' sections 
II 
do significantly better on the final examination than the 'study-tutorial' 
group, but the class as a whole indicated their preference for the 'recitation.,' 
,, 
I' 
II 
I 
ver the 'study-tutorial ' or the 'discussion' technique. 
In a Social Relations course offered at Harvard University, Wispe (72) 
compared a ~irective' with a 'permissive' method against several crit eria. 
F! our each of eight sections of roughly twenty students were taught by ,
1
, 
I . 
graduate students using the two different methods. The determination of the 
I' 
particular method to be used by each teacher in the experiment was made by 
II 
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ascertaining the one toward which he felt more sympathetic and then giving 
him intensive training over a three-week period in developing skills in 
the implementation of his preferred method. Matching of sections was done 
on the bases of scholastic aptitude, performance on an objective end-of-
course examination, year in college, and proportion of public high school 
graduates. Bales Interaction Recorder was used by observers to determine 
whether the 'directive' method WiB.S "highly structured and subject matter 
centered" and whether the 'permissive' sections were characterized by in-
formality, student commendation by the instructor, much student laughter 
and widespread student participation. In general, these were the ways in 
which Wisp{ determined the methods should differ, and according to the ob-
servations made, his instructors were successful in establishing the desired 
classroom climate. A final subject matter examination disclosed no dif-
ferences, except that the students below average in scholastic aptitude who 
were in the 'directive' sections did better than their opposites numbers 
in the 'permissive' sections. Using a projective test similar to Murray's 
Thematic Apperception Test to secure evidence on the intropunitiveness and 
" extrapunitiveness of his subjects, Wispe yas able to identify three kinds 
of student personalities, designated by him as the "personality-insecure", 
the "satisfied", and the "independent" student. The "insecure" students 
showed a great deal of hostility toward 'permissive' teaching and also ex-
hibited antagonism toward their fellow students. The "satisfied" students 
seemed to like both 'permissive' and 'directive' teaching and also had 
favorable attitudes toward fellow students and toward the instructors. The 
'independent' student preferred "permissive" teaching no matter which of the 
two methods he had been subjected to, was reasonably friendly toward his 
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classmates, but showed strong resentment of the teachers of the 'directive' 
sections when he had been subjected to that method. Although the majority 
of the students in the experiment said that they enjoyed or would have 
enjoyed the 'permissive' teaching, they preferred the 'directive' method of 
instruction because these sections were well-organized and better prepared 
or would have better prepared them for the final examination. 
Using a teaching techni~ue which they designate as 'participative 
action ', Gibb and Gibb (28) taught a group of about 80 students a one year 
course in elementary psychology. The performance of the members of the 
class taught by this method, the principal characteristic of whichw.9a the 
fre~uent division into small "buzz" sections of about 8-10 students for 
purposes of intensive, uninhibited verbal interaction, was compared with 
another section e~uivalent in size, age, sex, and college major that was 
taught by a more orthodox lecture-discussion method. The instructors of 
the experimental section, after having given the students training in role 
playing, group goal setting, making intra-group ratings, and sticking to 
problem-solving behavior, gradually shifted the responsibility for the con-
duct of the classes to the student participants. On the basis of a series 
of essay and objective examinations taken during the course of the one year 
experimental period, the authors report having discovered no significant 
differences between experimental and control subjects in the ac~uisition of 
subject matter knowledge. They did find, however, that the mean scores of 
the experimental group on such characteristics as "role flexibility, self-
insight, leadership and likeability ratings, and group membership skills" 
were significantly superior to those of the students used as controls . 
Ruja (62) investigated the relative merits of lec-ture and non-
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directive discussion methods of teaching .in several courses in elementary 
psychology and in philosophy taught by him. The differences among the 
students in scholastic aptitude as determined by the ACE Psychological 
Examination vrere controlled by an analysis of covariance on t he achievement 
t est scores. He developed an instructor-rat i ng scale meeting accept able 
levels of validity and reliability on which he reque sted his sub j ect s to 
rat e the inst ructor's personality and teaching effectiveness. Changes in 
emotional adjustment were ascertained by pre and post-test administration 
cif the Bell Adjustment Inventory. At the beginning of each of the tvro 
semesters of this investigation Ruja asked t he s t udents in each sect i on to 
list t he names of all their c:lassmates with whom they were acquainted. Re 
peating this p:roce.dure at the conclusion of the sem.r-'!8 !~er J he c;rossed off 
each list all names which had appeared on the first list) and int erpreted the 
, number of new names listed as an index of soc i al adjustment. The philoso-
phy st udents in the nondi rective discussion sect ions performed as well on 
subject matter examinations as di d those taught by the lecture method) but 
the mean scores of the psychology lecture classes significan.tly surpassed 
those of their colleagues enrolled in the nondirective discussion sections. 
I n emotional adjust ment also the students taught by the lecture method im-
proved markedly over the members of the nondirective discussion groups. 
The experimenter point ed outJ in agreement with a similar conclusion 
r eached by McKeachie (48)J that there is some good research evidence that 
the use of the lecture method promotes, rather than impedes emotional, ad-
j ustment) and that student-centered discussions may exert a deleterious ef-
fect on the students' personality adjustment. McKeachie in particular 
maintains that if the i nstructor clearly structures the classroom situation) 
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stating or implying to the students just what they are to do if their :per-
formance is to be rewarded, that anxieties concerning marks and the accep-
tance of the student by the instructor will be alleviated and: .effective 
learning may occur. In his opinion this desired condition is much more 
likely to be fostered by the lecture rather than the student-centered dis-
cussion method. 
Eglash (22) taught two psychology classes at Michigan State College, 
one by a ~uasi student-centered discussion method, the other by a lecture 
method. The groups were closely e~uated in scholastic aptitude and :per-
formance as measured by the ACE Psychological Examination and :previously 
earned grade :point averages. Eglash reports his discussion method as being 
one of "democratic leadership", in which the instructor offers the group 
problems for their discussion rather than solutions for their acceptance. 
This techni~ue involves more structuring of the discussions by the teacher 
than some of the other studies cited in this review inasmuch as the dis-
cussion topics are assigned by the teacher and intellectual rather than 
emotional content is stressed. The reading assignments for the semester 
were distributed to both classes at their first meeting. The discussion 
section •ras also given a list of ~uestions related to the conduct of the 
course, asked to form sub-groups of about six persons each and to decide in 
twenty minutes the fre~uency and type of examinations)the effects of at-
tendance and participation on the semester mark and the topics they wished 
to discuss. Examination decisions and discussion topics chosen by the 
'democratic leadership' class vrere imposed by the instructor on the lecture 
section. Bi-weekly Quizzes and final examination scores revealed no dif-
ferences in achievement between the experimental and control groups. Using 
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a five-point rating scale to determine attitudes toward the course and the 
instructor at the conclusion of the study, Eglash found that the lecture 
group surpassed the discussion group in feeling that the :purposes of the 
course had been met, that the instructor had done a competent job, that he 
had determined the course grades fairly, and that he was a better-than-
average instructor. In summary, Eglash reported that the morale of his lec-
ture class was significantly better than the morale of the 'democratic' 
group, and that the experiment disclosed no differences between the sections 
in subject matter achievement. 
Johnson and Smith ( 36 ) conducted a study at Michigan State College 
to test the following hypotheses: that democratically led classes vill 
more favorably evaluate the instructor and the subject than will members of 
lecture classes; that group decisions are more effectively made and carried 
out by 'democratic ' classes; that students' attitudes toward democracy will 
become more :positive in the 1democratic' class climate than they will in 
the lecture climate; and that the 'democratic' class will exceed the lec-
ture class in academic accomplishment. The experimental design involved a 
total of 62 students in four sections which constituted :part of a larger 
class in general :psychology. Two sections were taught by the 'democratic ' 
method and the other tvo by the lecture-discussion techniq_ue, each of tvo 
instructors teaching one section by each of the tvo methods. Assuming that 
the democratic :personality " ••• is liberal, eq_ualitarian, scientific, 
and secure • " (:p5), one of the experimenters developed a 60-item 
Democratic Attitude Scale which was administered to all students registered 
in the class at the beginning of the school q_uarter. Subjects in the ex-
perimental and control groups were matched on the basis of scores on this 
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scale and scores on a 150 multiple-choice end-of-course psychology achieve-
ment test. In addition to the usual vocabulary, factual, and reasoning 
items included in elementary psychology examinations, two additional sub-
tests were constructed. One was a modification of the Horrocks-Troyer Case 
Study Test, by which the experimenters attempted to measure the students' 
skill in applying psychological principles and concepts in the solution of 
human relations problems. The fifty sub-tes~consisted of tables, diagrams, 
and paragraphs taken from the psychological literature which the students 
were required t o interpret by means of multiple-choice answers. During the 
ten-week course of the study, records of student participation were main-
tained and tests of social passivity and sociometric choice were taken by 
all of the subjects. Classroom procedures and decisions on tests and course 
marks were determined by the members of the 'democratic' sections and their 
decisions were imposed on the control subjects in the lecture classes. 
Data secured by which to test their first hypothesis, that students 
would evaluate democratic classes more highly than lecture classes, were 
contradictory. Students of one instructor rated the democratic instruction 
as superior to lectures at the one-tenth of one per cent level of confidence, 
but the democratic class of the other instructor evaluated this class less 
highly than did their matched lecture section. Combined student evaluations 
of the democratic classes did not differ significantly from student evalua-
tion of the lecture classes. In the acceptance of group decisions, the 
second hypothesis tested, the results were inconclusive also because the 
degree to which students of one 'democratic' instructor exceeded the score 
of their matched lecture fellow-students in acceptance of group decisions 
was canceled out by higher scores of the second instructor's lecture class 
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as compared with his matched democratic class. The third hypothesis was 
also rejected, the group means indicating no difference in gains in demo-
cratic attitude between experimental and control subjects. Although the 
two 'democratic' groups did score somewhat higher on the achievement examin-
at ion than did the lecture sections, the gains were not significantly dif-
ferent from zero. Thus, all four hypotheses were rejected, method of in-
st ruction resulting in no measured difference in class evaluation, in dem-
ocratic attitudes, acceptance of group decisions, or subject matter achieve -
ment between experimental and control group means. Despite the negative 
conclusions dictated by the test scores, some of the incidental findings 
are of interest. For one thing, students chosen most often by their class-
mates on the sociometric test made high scores on the Democratic Attitude 
Scale and actively participated in the class discussions. Those subjects 
who made the greatest gains on the subject matter achievement test tended 
to be socially passive, participate infre~uently in the class discussions , 
and tended to be infre~uently chosen by their classmates on the sociometric 
test. Thus, this study suggests that high achievers are more concerned 
with making good grades for themselves than they are in fostering democratic 
social principles. 
Most of the experimental studies of college teaching methods done 
during the past ten years have attempted to compare the efficacy of the 
nondirective or student-centered method with the lecture, lecture - discussion, 
, recitation, tutorial, teacher - centered or some combination of these last 
named teaching methods . The independent variable has usually been desig-
nated as the instructor ' s role in the classroom situation. A survey of the 
literature, however, reveals no consensus as to the limitations placed 
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upon the teacher performing in a nondirective manner. Cantor (ll) for 
example, maintains that the instructor should function as an intellectual 
sparring partner to his students, a role somewhat analogous to that assumed 
by Socrates and his contemporary "gadflies", according to the Dialogues of 
Plato. This role contrasts sharply with the more passive behavior of the 
nondirectivist of the Rogerian school. It became apparent early in the 
nineteen forties that some relatively objective measure of the teacher's 
verbal behavior in the classroom must be developed if his differential 
activities were to be clearly identified as the experimental variable in 
methods studies designed to test the hypotheses conceived by Rogers and his 
co-workers. 
Withall (74), seeing the urgency of the need for a relatively objec-
tive technique for the assessing of an instructor's verbal behavior in the 
classroom, has constructed and validated a scale for the categorization of 
teachers' statements which he calls the Climate Index. Using this Climate 
Index an alert observer can assign each statement made by the teacher to 
one of seven categories on the basis of the intent of the instructor to 
influence the subsequent behavior of his students. The determination to 
which category any particular teacher remark should be assigned is made 
by the extent to which the teacher's statement: 
1. Commends or approves student or students 
2. Evidences understanding of student by restating 
and clarifying his ideas or expressed feelings 
3· Asks questions or makes statements which assist 
student in the better organization of his ideas 
4. Consists of impersonal, information giving state-
ments on class activities 
5· Advises or suggests that the student do certain 
things 
6. Indicates disapproval of student's behavior or 
attitude 
7. Attempts to assert the authority or will of the 
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teacher on the students. 
Withall (74) reports that intelligent judges with minimum training in the 
rationale and use of the Climate Index can categorize teachers' statements 
with a high degree of reliability, furnishing an interjudge reliability 
coefficient of .84 to substantiate his contention. Mitzel and Rabinovitz 
(51) conducted a study in the public schools of New York City, attempting 
to assess the emotional climate of various teachers' classrooms by means of 
the Climate Index. They report a coefficient of concordance of .70 between 
the climate indices of four teachers whose classroom behavior the experi-
menters rated. Evidence that this Climate Index of Withall yields much the 
same sort of information on teacher classroom behavior as did the Integra-
tive-Dominance Ratio technique developed by .Anderson (3) and his co-workers 
is supplied by Withall (74) in his doctoral dissertation. Unquestionably 
the personality of the teacher may exert tremendous influence on the emo-
tional climate of the classroom. An increasing number of educators are of 
the opinion that the emotional climate of a classroom characterized by 
warmth, permissiveness, and mutual respect between students and teacher is 
the one which best facilitates desirable changes in both the emotional and 
intellectual lives of the students. The categorization of the verbal state-
ments of a teacher does not, of course, supply us with a comprehensive 
description of the emotional climate of the classroom. A teacher's gestures, 
posture, facial expression, emotional intensity when speaking, and even his 
silence may have profound effects on the student's perceptions of the learn-
ing situation. 
As research in teaching methods progresses, weaknesses in the con-
cepmal or methodological aspects of the various studies are revealed. 
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Variables previously unrecognized, ignored, or uncontrolled are increasingly 
being incorporat ed in the designs of the experimental investigations. One 
cluster of variables which has received a t tention in two recent studies i s 
concerned with the personalities of the subjects in the experiment, and the 
relationship between the emotional needs which the students bring to the 
classroom and the effect of any particular teaching method used . Smith and 
Dunbar (68) conducted a study, the purpose of which was to determine the 
relationship between students' personalities and their participation in 
class discussions and achievements in the course. The subjects consisted of 
118 students in four sections of an elementary psychology class. Keeping 
a record of the frequency of voluntary participation in the discussions for 
each student in the groups throughout the semester, the experimenters then 
intensively compared the personality characteristics of the 35 per cent of 
the students who participated least frequently i n the class discussions 
with the personalities of the ~7 per cent of the group whose participation 
was greatest. On the basis of their comparison Smith and Dunbar concluded 
that voluntary participation in the discussion was essentially non- conform-
ing behavior. The distribution of participation conformed to the J-curve, 
characteristic of conformity behavior. The fraternity members participated 
significantly less frequently than did the non-fraternity men. The frequent 
participators were significantly more ascendant , intelligent, self-confident, 
independent, critical, and informed than were the non-participants. The 
conforming non-participants persisted in perceiving this novel classroom 
sit uation in terms of their previously re-inforced teacher -dominated aca-
demic settings in which the role of the student is the passive receiver of 
the instructor's words of wisdom . 
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Gaier (25) studied the relationship between the learning process and 
some of the personality variables which differentiate students. He reported 
that the personality characteristics of students seemed to have little in-
fluence on their ability to solve problems requiring recall through recog-
nition. In the solution of problems, however, requiring a high degree of 
organizational ability students whose personalities manifested marked 
anxiety and rigidity did significantly poorer than students whose person-
alities were characterized by flexibility and freedom from anxiety. He con-
eluded, " •••• the results are in accord with the view that no 
learning .••• can be properly evaluated without regard 
for the personality of the learner. This is in sharp 
contrast to the early but persistent differentiation 
SUMMARY 
of behavior into cognition, conation and affection which 
are assumed to operate in virtual independence of each 
other." (25 , pp. 24-25 ). 
As must be apparent from the foregoing review of research studies in 
college teaching methods, with the major emphasis on the past ten years, 
it is a lively area of experimentation. Despite the large number of in-
vestigations into the relative merits of instructor-centered versus student-
centered teaching, the evidence accrued to date does not permit an unquali-
fied statement as to the superiority of either method. Cantor (ll), and 
Rogers (58 ), for example, and the various investigators who design and 
carry out experiments to test crucial hypotheses, may attach quite different 
meanings to the term "student-centered." Even if there was common agree-
ment on what is meant by student-centered teaching the number of variables 
which are either unrecognized by the experimenter or beyond his ability to 
control are formidable. To these barriers of designing studies that will 
yield unequivocal answers to the basic question as to which of the two 
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supposedly opposite methods brings about the most desirable changes in the 
intellectual, practical, or emotional spheres of students' lives) must be 
added the fact that, almost without exception, research studies in teaching 
methods must perforce be conducted in a classroom situation created for the 
principal purpose of educating the students who have paid their fees and 
registered for the course. Perhaps when one considers the complexity of 
the process being investigated in teaching methods research, one can recon-
cile oneself to the fact that no spectacular results have as yet been 
achieved. 
The studies considered in this chapter are those which, in the opinion 
of the writer, bear directly on the topic of student-centered as compared 
with instructor-centered teaching methods. Among the other papers con-
sulted, all of which have at least a tangential relationship to teaching 
methods are those of Axline (5), Garlow, Hoch and Telschow (31 ), Blocksma 
and Porter (9), Maas (45), Newman, et al (53), Deutsch (17), Jenkins (35), 
and Peres (55). The number of references could be augmented considerably, 
but familiarity with those cited in this chapter will e~uip the interested 
reader with a broad overview of this important and interesting research 
field. 
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CHA.PI'ER III 
DESIGN OF THE :EJqlERIMENT 
A schematic depiction of the general design of this study is presented 
I in Table l. This design made possible a comparison between five sections 
' taught by a lecture-student-centered discussion method with five sect ions 
I taught by a lecture-instructor-centered discussion method. Although ex -
i trinsic factors required that there be a total of ten sections, eliminating 
the possibility of a balanced design for the teacher personality variable, 
it was decided that the advantages of using an entire population as subjects 
I 
1in this study outweighed the admitted shortcomings of an unbalanced design. 
1The details of the design will be discussed in order of subjects, pretests, 
jexperimental procedures and post-tests involved. 
I II SUBJECTS 
The subjects for this study consisted of all of the freshman students 
who registered at the Rhode Island School of Design in September, 1954, as 
I 
t candidates for the Bachelor of Fine Arts degree . Of the original total 
!number of 141 students who registered, 130 were still in school at the end 
I 
I 
of the experimental period and will be considered as the population used as 
subjects in this study. Table 2 will furnish a descriptive breakdown of the 
subjects in terms of sex, age, and male-female ratio. 
Entering students at the Rhode Island School of Design are grouped 
alphabetically on the basis of the first letters of their surnames into four 
!1 or five sections of approximately thirty students each for instructional 
' purposes. Each of these 30-student sections is considered as a teaching 
unit for all of the professional design courses which are studied throughout 
r 
I 
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Table 1 
General Experimental Design 
Subjects Inst. A Inst. B s-c 
n. n. n. 
Student-centered 1 12 12 
I nstructor-centered 1 12 
Student-centered 2 14 14 
Instructor-centered 2 14 
Student-centered 3 14 14 
Instructor-centered 3 14 
Student-centered 4 13 13 
Instructor-centered 4 13 
Student-centered 5 12 12 
Instructor-centered 5 12 
Total Numbers 67 63 65 
Pretests (September 1954) 150-item multiple-choice achievement test 
Gordon Personal Profile 
Rotter Incomplete Sentences Blank 
Mooney Problem Check List 
I-C* 
n. 
12 
14 
14 
13 
12 
65 
Experimental Period (16 weeks) Student-centered Instructor-centered 
One 1-hour lecture per week attended to-
gether by all subjects 
One 1-hour student- One 1-hour instruc-
centered discussion tor-centered discus-
per week. sian per week. 
Post-tests (February 1955) 150-item multiple-choice achievement test 
Gordon Personal Profile 
*S-C - Student-centered 
I-C - Instructor-centered 
Rotter I ncomplete Sentences Blank 
Mooney Problem Check List 
Class Evaluation Scale 
35 
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li ~the freshman year. Freshman classes are in session from 9 to 12:30 p.m. and 
j from 1:30 to 4 p.m. Mondays through Thursday each week and from 9 a.m. to 
1 12:30 p.m. on each Friday throughout the school year. Of the twenty-nine 
• and one-half hours per vTeek that these students spend in class time each 
il week, twenty-four and one-half hours are devoted to studio work in life 
II drawing, nature drawing, projection drawing, lettering, two-dimensional 
! 
I 
' design, and three-dimensional design. The remainder of the five hours' 
weekly class time is divided into two one-hour periods for instruction in 
I 
~ English composition and literature and three one-hour periods for attendance 
1 
1at lectures and discussions in a course entitled Foundation in Social Rela-
11 tions. All of the fresbm.en must take all of the first-year courses, no 
electives being permitted. At the end of the first semester there is some 
ll minor shifting of instructors and subject matter but the student composition 
lof each section remains constant throughout the school year. 
!semester of the social relations course is devoted to a study 
I 
The first 
of elementary 
· psychology and the second semester to a broad survey of the social sciences 
I of economics, cultural anthropology, and political science. Thus, the time 
scope of this study is limited to the three hours weekly for the sixteen 
11 week semester that is allotted for the elementary psychology phase of the 
,, 
I 
freshman social relations course. Three hours per week were made available 
for the psychology course primarily because there were only two instructors 
qualified to teach the course. Setting the upper limit of students in each 
~~ discussion section at fifteen resulted in the subdivision of each regular 
I section of the freshman population into two halves roughly equal in numbers 
I and in the proportion of males to females in each discussion section. The 
I experimenter, having been assigned the major responsibility for conducting 
i 
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Jl 
the psychology course, gave all of the weekly lectures which were attended 
ll by both experimental and control subjects, and acted as discussion leader 
for three of the experimental and two of the control groups. The second 
ll teacher participating in the course, a woman, was at least as well qualified 
II 
1 as the experimenter by training and experi~nce in teaching to conduct student 
I discussions 
lj description 
in elementary psychology. As may be inferred from the preceding 
of the students used as subjects in this study, the group was 
homogeneous in terms of interest in and measured aptitude for the study of 
fine or applied arts. The freshman class was also heterogeneous in that 
1 it contained representatives from twenty-three d.fidivid _ua l_(~ s.t ates and one 
jl student from each of four foreign countries. The students admitted to the 
I 
!freshman class were selected from a total of 485 applicants who had applied 
I 
I for admission and who had taken the battery of tests required as a screening 
il device by the school. Each applicant for admission is required to submit 
; t ranscripts of all high school and college courses taken prior to applying 
1 for admission to the Rhode Island School of Design. Each month of the year 
1 tests are administered, preferably at the school, but possibly under the 
l proctorship of the candidate's high school principal or guidance officer, to 
I all persons who have filed applications for admission during the previous 
I 
1
1 thirty days. Measures of scholastic aptitude are secured from the scores 
I 
!made by applicants on the Otis Self-Administering Test of Mental Ability, 
/ Higher Form. Otis (54, p. 12) reports the average reliability of various 
jforms of this test to be . 92. Its general acceptance for the past twenty-
lfive or more years as a reasonably valid measure of intelligence precludes 
11 the necessity for an extended discussion of its suitability to determine the 
scholastic ability of entering college freshmen. Otis IQ's are combined in 
I 
'I 
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Table 3 
Analysis of the Otis Intelligence Quotients of subjects used in the study 
Group n Mean S.D. 
Student-centered 1 12 110.67 6 .09 
Instructor-centered 1 12 111.33 6 . 61 
Student-centered 2 14 113.21 6 .22 
Instructor-centered 2 14 111.86 7.03 
Student-centered 3 14 110.42 7.18 
Instructor-centered 3 14 111.28 7.66 
Student-centered 4 13 111.85 4.11 
Instructor-centered 4 13 113.54 7.30 
Student-centered 5 12 111.58 7.01 
Instructor-centered 5 12 113.33 7.86 
Totals: 
Student-centered 65 112.79 6 .84 
Instructor-centered 65 112.37 7.41 
Analysis of Variance: 
Source Sum Squares df Mean Square F t p 
Between groups 327 9 36 .33 
Within groups 6019 120 50.1 6 
Total 6346 129 .72 .34 .80 
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Table 4 
Analysis of the Grade Point Average predictions of all subjects used in 
study. 
Group n. Mean S.D. 
Student-centered 1 12 1.9 6 .19 
Instructor-centered 1 12 2.01 .23 
A - 4.0 -
Student-centered 2 14 2.17 .39 A- = 3.7 
Instructor-centered 2 14 2.10 .42 B,l = 3.3 
B = 3.0 
Student-centered 3 14 2.03 .27 B- = 2.7 
Instructor-centered 3 14 2.19 . 32 C,l = 2.3 
c = 2.0 
Student-centered 4 13 2.00 .25 c- = 1.7 
Instructor-centered 4 13 2.16 .26 D,l = 1. 3 
D =-Lo 
Student-centered 5 12 2.23 .42 
Instructor-centered 5 12 2.2 6 .30 
Totals : 
Student-centered 65 2.07 .32 
Instructor-centered 65 2.15 .33 
Analysis of variance: 
Source Sum Squares df Mean Square F t p 
Between groups 12,098 9 1344 
Within groups 130 284 120 1086 
Total 142,382 129 1.24 1.22 .30 
an equation with scores assigned on a locally-developed performance test of 
artistic aptitude and an evaluation of the high school transcript. The Ad-
missions Committee accepts applicants on the oasis of these three measures 
I 
which are combined to yield an index of performance in terms of predicted 
II grade -point average. Tables 3 and 4 present comparative statistical data on 
the Otis intelligence quotients and the predicted grade-point averages of the 
I subjects used in this study. 
PRETESTS USED IN THE EXPERIMENT ~~~~ ---- -- ---
Psychology and Life, 4th edition by Floyd L. Ruch was the textbook used 
by all of the students in the course. Questions for the l50-item multiple-
choice achievement examination were chosen by the experimenter from the 
library of test items constructed by Ruch and his associates and distributed 
by Scott, Foresman and Company, the publishers of Ruch's textbook. An item 
analysis had been done on most of the questions included in the test and 11 
Pearson correlation coefficients, converted from phi coefficients, indicating 
the correlation between each item and the total score on all of the other 
questions used in the item analysis were available. During the spring and 
summer of l954 the l50 items chosen by the writer from this source were ad-
ministered to a total of l20 Rhode Island School of Design upperclassmen and 
summer school students. 
The assumption that the range of ability in this standardization group 
was not significantly different from the freshman students for whom the test 
was constructed seems to be borne out by comparison of the means and standard 
I 
deviations of the scores earned by this group, 56.75 and l3.2l respectively, 
with those earned by the freshmen at the experimental pretesting. The split-
half reliability coefficient of the instrument, the two 75-item halves of 
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Table 5 
Analysis of scores on the pretest psychology achievement examination for 
all subjects. 
Group n. Mean S.D. SED t p 
Student-centered 1 12 51.58 14.90 
Instructor-centered 1 12 54.66 10.25 5.13 . 60 .so 
Student-centered 2 14 54.44 5.92 
Instructor-centered 2 14 59.07 12.37 3.67 1.26 .30 
Student-centered 3 14 55.29 12.9 6 
Instructor-centered 3 14 57.21 15.17 5.33 .36 . 80 
Student-centered 4 13 55.23 14.46 
Instructor-centered 4 13 50.07 12.53 5.2 6 .98 .40 
Student-centered 5 12 55.83 11.9 6 
Instructor-centered 5 12 52.50 7.35 4.01 .83 .40 
Totals: 
Student-centered 65 54.50 12.37 
1 
Instructor-centered 65 54.90 11.9 6 2.11 .19 .90 
I 
which were administered as separate tests, was estimated to be .86 when 
corrected for attenuation by the Spearman Brown Prophecy Formula which 
follows: (44, p. 218 ) 
r -
12 1 t r 11 
22 
in which r l 1 
22 
is the correlation between scores 
on the chance halves, and r 
12 
reliability of the whole test. 
the estimated 
' Pretest data for the subjects of this experiment on the psychology achieve-
lment examination are reported in Table 5 · Examination of this Table will 
I 
enable one to determine that the supposition that both experimental and 
control subjects may be assumed to have been drawn from the same population 
is sustained. 
The second of the pretests used in this s~udy was the Gordon Personal 
Profile. In the words of Gordon (30, p. 1), 
"The Gordon Personal Profile gives q_uick, 
reliable measures of five aspects of per-
sonality which are especially significant 
in the daily functioning of the normal 
person --Ascendancy (A), Responsibility (R), 
Emotional Stability (E), Sociability (S), 
and Total or over-all self-evaluation (T)." 
More comprehensive definitions of each of these personality traits, q_uoted 
from the publisher's Manual (30, pp. 4-5) follows: 
"A - Ascendancy 
Those individuals who adopt an active role 
in group situations, who are ·self-assured 
and assertive in relationships with others, 
and who tend to make independent decisions, 
make high scores on this scale. Those who 
play a passive role in the group, who would 
rather observe than participate, who gener-
ally lack self-confidence, who prefer to have 
others take the lead, and who tend to be overly 
43 
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Master T~ble 6-10 
Analysis of scores on the pretest of the Gordon Personal Profile for all 
subjects. 
I• 
,, Trait Group n. Mean S.D. SEn t p 
I Ascendancy Student-centered 65 2.84 4.71 
Instructor-centered 65 1.59 6.28 1.00 .8 .40 
Responsibility Student-centered 65 7 . 23 5.22 
I Instructor-centered 65 5.70 8.17 1.14 1. 34 . 20 
Emotional Stability Student-centered 65 6. 24 6.20 
Instructor-centered 65 5.55 5.64 .99 . 7 . so 1 
1 Sociability Student-centered 65 3.75 6 .87 
Instructor-centered 65 5.49 5.33 1.14 1. 5 .15 
Totals: 
II 
Student-centered 65 18.92 15. 62 
Instructor-centered 65 19.46 13.27 2.4 .20 . 85 
il 
II 
II 
dependent on others for advice, normally 
make low scores on this scale.11 
"R - Responsibility 
Those individuals who take responsibilities 
,seria;l,lsly, who are able to stick to any job 
and get it done, who are persevering and de-
termined, score high on this scale. Individ-
uals who are unable to stick to tasks that 
do not interest them, and in the extreme, who 
tend to be flightly and irresponsible, usually 
make low scores on this scale." 
"E - Emotional Stability 
High scores on this scale characterize individ-
uals who are well-balanced, emotionally stable, 
and relatively free from anxiety and nervous 
tension. Low scores are associated with excessive anxiety, 
tension, hypersensitivity, and nervousness. Large 
:· II 
negative scores may indicate the traditional 'neurotic'." j' 
"S - Sociability 
High S scores .are made by individuals who like to 
be with and work with people, who are gregarious 
and sociable. Low scores reflect a lack of gregarious-
ness, restriction in social contacts, and in the ex-
treme, an avoidance of social relationships." 
"T - Total Score 
The Total score is derived directly from the number 
of items that an individual has marked in a manner 
favorable to himself. In fact, it is simply the 
total number of favorable responses minus the total 
number of unfavorable responses." 
Master Table 6-10, on the preceding page, and individual trait Tables 6 
through 10 present statistical comparisons between the experimental and 
control subjects in this study on the various aspects of personality as 
measured by the Gordon Personal Profile. These data demonstrate that there 
were no significant differences in personality adjustment betw.een members 
of the experimental group and the control group at the beginning of the 
study, according to responses to the Gordon Personal Profile. 
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Table 6 
Analysis of scores on the pretest in Ascendancy-Gordon Personal Profile for 
.all subjects. 
Group 
Student-centered 1 
Instructor-centered 1 
Student-centered 2 
Instructor-centered 2 
Student-centered 3 
Instructor-centered 3 
Student-centered 4 
Instructor-centered 4 
Student-centered 5 
Instructor-centered 5 
Totals: 
Student-centered 
Instruc t or-centered 
Analysis of variance: 
Source Sum Squares 
Between groups 
Within groups 
Total 
22 6 
3307 
3533 
n , 
12 
12 
14 
14 
14 
14 
13 
13 
12 
12 
65 
65 
df 
9 
120 
129 
Mean 
3.08 
4 . 83 
.57 
2.43 
1. 72 
2.29 
.92 
.77 
1. 67 
4.00 
2.84 
1.59 
Mean Square 
25.11 
27.56 
F 
.91 
t p 
S.D. 
4.47 
3.04 
4.24 
3.90 
4.69 
4.27 
7. 21 
5.57 
6 .7 8 
4.90 
4. 71 
6 .28 
1. 36 . 20 
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Table 7 
Analysis of pretest scores on Responsibility-Gordon Personal Profile for all 
subjects. 
Group 
Student-centered 1 
Instructor-centered 1 
Student-centered 2 
Instructor-centered 2 
Student-centered 3 
Instructor-centered 3 
Student-centered 4 
1 Instructo~-centered 4 
Student-centered 5 
Instructor-centered 5 
Totals: 
Student-centered 
Instructor-centered 
Analysis of variance: 
Source 
Between groups 
Within groups 
Total 
Sum Squares 
480 
2818 
3298 
n. 
].2 
12 
14 
14 
14 
14 
13 
13 
12 
12 
65 
65 
df 
9 
120 
129 
-
Mean 
9.67 
5.08 
7.07 
5.08 
8.57 
8.14 
6.54 
4.38 
3.92 
.42 
7.23 
5. 70 
Mean Square 
5.33 
23.48 
F t 
S.D. 
4.80 
3.23 
3.93 
9.80 
4.36 
4.80 
5.66 
6 .16 
3.04 
13.15 
5.22 
8.17 
p 
.23 1.80 .10 
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Table 8 
Analysis of pretest scores on Emotional Stability-Gordon Personal Profile 
for all subjects 
Group n. Mean S.D. 
Student-centered 1 12 7.42 4.80 
Instructor-centered 1 12 8.17 2.80 
Student-centered 2 14 8.21 4.47 
Instructor-centered 2 14 2.07 6 .32 
Student-centered 3 14 4.07 4. 69 
Instructor-centered 3 14 10.36 5.58 
Student-centered 4 13 6.23 7.21 
Instructor-centered 4 13 3.92 7. 81 
Student-centered 5 12 5.08 6.56 
Instructor-centered 5 12 2.92 2. 69 
Totals: 
Student-centered 65 6 .24 6 .20 
Instructor-centered 65 5.55 5. 64 
Analysis of variance : 
Source Sum Squares df Mean Square F t p 
Between groups 860 9 9.5 6 
Within groups 3585 120 29.87 
Total 4445 129 .32 .72 .50 
Table 9 
Analysis of pretest scores on Sociability-Gordon Personal Profile for all 
subjects. 
Group 
Student-centered 1 
Instructor-centered 1 
Student-centered 2 
Instructor-centered 2 
Student-centered 3 
Instructor-centered 3 
Student-centered 4 
Instructor-centered 4 
Student-centered 5 
Instructor-centered 5 
Totals: 
Student-centered 
Instructor-centered 
Analysis of variance: 
Source 
Between groups 
Within groups 
Total 
Sum Squares 
462 
4220 
4682 
n. 
12 
12 
14 
14 
14 
14 
13 
13 
12 
12 
65 
65 
df 
9 
120 
129 
Mean 
6 .08 
6 .42 
.36 
6 .43 
3.93 
4.00 
3.31 
4.00 
5.42 
6 .58 
3.75 
5.49 
Mean Square 
51.33 
35.17 
F t 
S.D. 
5.92 
4.00 
4.69 
4.58 
6 .24 
4.58 
7.07 
5. 74 
7 .81 
4.58 
6 .87 
5.33 
p 
1.46 1. 67 .10 
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Table 10 
Analysis of pretest scores on Total-Gordon Personal Profile for all sub j ects. 
Group n. Mean S.D. 
Student-centered 1 12 26 .25 11.00 
Instructor-centered 1 12 24.58 8 .49 
Student-centered 2 14 16 .50 14.25 
Instructor-centered 2 14 17.43 14.93 
Student-centered 3 14 18.28 13.71 
Instructor-centered 3 14 24.57 10. 63 
Student-centered 4 13 17.77 23.47 
Instructor-centered 4 13 13.23 18.7 3 
Student-centered 5 12 16 .08 14.25 
Instructor-centered 5 12 17.08 10.05 
Totals: 
Student-centered 65 18.92 15. 62 
Instructor-centered 65 19 . 46 13.27 
Analysis of variance: 
Source Sum Square df Mean Square F t p 
Between groups 2098 9 233.11 
Within groups 2688 6 120 224.05 
Total 129 1.04 .21 .90 
A common criticism periodically made of the use of paper and pencil 
personality tests for experimental, diagnost ic or screening purposes with 
I 
college students is that the aim of these inst ruments is too obvious for 
their use with any but the most naive and cooperative of the group. Gordon, 
in his Personal Profile, attempted to overcome this difficulty by setting 
1
' up his test into sixteen tetrads of four choices each, eliminating the "yes", 
'I 
"no", "?" characteristically found in most of the commonly used personality 
inventories. Rot ter (59), however, has developed a semi-structured projec-
tive test which seems to cba oles:s :"subject ~.to : :.t.hesoeo: criticisms that are made 
I 
li of the other paper-and~pencil personality tests. In Rotter's Incomplete 
j 
\! Sentences Blank the subject is furnished a sheet of paper on which 40 one to 
four word sentence stems have been printed. He is requested to express h i s 
I feelings in completing each of the stems furnished. It is assumed that in 
finishing the sentences the subject expresses his own attitudes, anxieties, 
desires and wishes, and supplies the examiner with a word picture which, 
I 
analysed according to any of the dynamic personality theories, givesthe ex-
I f 
:arniner u sefUl information-.'about the 'sub j e::Ct s emotionaL .status. 
In order to get as much data as possible on the emotional health of 
the freshman subjects of this study as time and facilities would permit, all 
of the sub j ects were requested to complete the Rotter test at the same test-
l ing session at which all of the other pretests were administered. As is 
! true in discussing the meaning of any of the pr ojective psychological tech-
I 
j niques, evidence as to the reliability of the scoring of the Incomplete 
Sentences Blank is required. The writer, who had taken several courses in 
I 
t he use of the various projective techniques and who had used them in his 
I' 
1 
work for several years, scored all of the Rotter blanks himself. As a check 
50 
11 on the reliability of his scoring, however, forty protocols were randomly 
t aken from the 130 available and were independently scored by two other 
!psychologi sts who neither knew each other nor any of the subjects used in 
1 the experiment . The inter - scorer reliability coefficients foll ow: 
I 
Scorers A VB B = . 82~ .05 
Scorers B vs c = .76± .· •. oEi 
Scorers A vs c = ·77! .06 
Pretests s cores of all of the subjects on the Rotter Incomplete Sen-
~~ tence s Blank 
I All of 
are shown in Table 11. 
the members of the incoming freshman class were also asked to 
complete the college form of the Mooney Problem Check List during the orien-
:tation week testing program. Mooney (52, p . 3) points out that this check 
list is not a test in the sense that that word is used in the educational 
II 
land psychological literature. The Mooney Problem Check List was used in 
i this study to ascertain the problems of which members of the incoming class 
I 
I 
were consciously aware. FreQuency counts were made of all of the problems 
1
checked by both members of the experimental and the control groups. Table 
!12 identifies those problems checked 40 or more times on the initial testing . 
Problems mentioned most freQuently on this first administration were intro-
duced by the discussion leaders during the course of the semester into the 
class discussions of the control groups . No attempt was made by the leaders 
of the experimental discussion section to talk about the problems which had 
been most frequently checked as being of concern to the students at the 
beginning of their college careers. 
EXPERIMENTAL PROCEDURES 
The experimental variable in this study was the different techniQue 
used by the discussion leaders of the experimental groups as compared with 
Boston University 
Bchool of Education 
Li brary; 
·!. 
51 
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Table 11 
Analysis of Rotter Incomplete Sentences Blank pretest scores for all subject s 
Group n. Mean S.D. 
Student-centered 1 12 129.08 13.9 6 
Instructor-centered 1 12 131. 17 14.00 
Student-centered 2 14 132.79 13.38 
Instructor-centered 2 14 135.07 19.29 
Student-centered 3 14 129.21 13.64 
Instructor-centered 3 14 124.93 6 .00 
Student-centered 4 13 123.54 15.49 
Instructor-centered 4 13 126.85 14.04 
Student-centered 5 12 125.17 10.49 
Instructor-centered 5 12 125.58 10.15 
Totals: 
Student-centered 65 128.21 14.12 
Instructor-centered 65 128.90 13.54 
Analysis of variance: 
Source Sum Square df Mean Square F t p 
Between groups 1736 9 192.89 
Within groups 23766 120 198. OS 
Total 25502 129 .97 .28 . 80 
Table 12 
Identification of problems checked forty or more times .by subjects at the 
pretest of the Mooney Problem Check List. 
Mooney Numbers Wording of Problem Frequency 
1 Feeling tired much of the time 41 
5 Not getting enough sleep 53 
10 Needing a part-time job now 40 
20 Missing someone back home 53 
21 Taking things too seriously 55 
41 Not knowing how to study effectively 61 
42 Easily distracted from my work 55 
44 Having a poor background for some subjects 52 
46 Restless at delay in starting life work 42 
60 Not getting enough outdoor air and sunshine 42 
68 Wanting to improve myself culturally 63 
69 Wanting to improve my mind 73 
70 Wanting more chance for self-expression 41 
71 Wanting a more pleasing personality 60 
85 Wondering if I'll ever find a suitable mate 42 
96 Forgetting things I've learned in school 55 
99 Weak in spelling or grammar 51 
100 Slow in reading 47 
117 Needing to watch every penny I spend 49 
119 Disliking financial dependence on others 44 
129 Worrying how I impress people 66 
52 a 
Mooney Numbers 
113 
134 
155 
15 6 
180 
184 
207 
208 
209 
241 
243 
261 
281 
290 
319 
Table 12 (cont.) 
Wording of Problem 
Daydreaming 
Forgetting things 
Trouble with oral reports 
Wondering if I'll be successful in life 
Trouble in keeping a conversation going 
Speaking or acting without thinking 
Unable to concentrate well 
Unable to express myself well in words 
Vocabulary too limited 
Afraid of making mistakes 
Lacking self-confidence 
Worrying about examinations 
Needing a job during vacations 
Wanting very much to travel 
Slow in mathematics 
Frequency 
4 6 
43 
49 
61 
44 
40 
40 
49 
47 
48 
50 
42 
50 
52 
57 
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the discussion method used in the control sections. The discussion method 
used with the experimental groups was designated as student-centered, and 
,, 
the terms "experimental" and "student-centered" will be used synonomously 
in this report. In the control groups a discussion method which shall be 
termed "instructor -centered" was employed and the terms "control" and 
"nondirective", "democratic", "group-centered", "free discussion", or 
"participative action" to describe what goes on in classroom discussions 
conducted from the student-centered frame of reference. In general, one 
important respect in which student-centered discussions differ from tradi-
I 
tional classroom discussions at the college level is in the extent to which 
1the instructor imposes his ideas or his choice of goals on the class. In the 
I 
usual classroom discussion the instructor exercises a great deal of control 
by choosing the topics for discussion. By contrast, in the student-centered 
discussion group the introduction of any topic into the group discussion is 
the sole responsibility of the student-members. 
A guide was prepared by the writer which was used by the discussion 
leaders in determining their classroom behavior. The instructions were as 
I follows: 
1. The student-centered discussion leader will 
at the first meeting of the class arrange the 
chairs in a closed circle, having a chair for 
each member of the class but no extra chairs 
either within the circle or on the periphery; 
2. He will invite the students to seat themselves 
and will sit in the circle with the students. 
At each succeeding meeting the instructor will 
arrange the chairs in a circle until or unless 
the students do this themselves upon entering 
the classroom. The instructor vrill unobtrusively 
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choose a different position in the circle of 
chairs at each meeting of the class. It is 
hoped that this seating arrangement may lessen 
the authoritarian status aura of the instructor 
as perceived in the usual college classroom; 
3. At the first meeting of the class the instructor 
will introduce himself and >-Till structure the 
situation by explaining to the students that 
the responsibility for the initiation or change 
of subject matter is to be entirely theirs. He 
will describe his role as a consultant or re-
source person who will try to help the students 
clarify any thoughts or feelings they may have 
concerning the lectures) the assigned readings 
or any personal subjects they may care to dis-
cuss. The group leader will inform the students 
that they may speak up any time there is a pause) 
that they need not raise their hands to be recog-
nized by him) and that they may disagree with any 
statement made by the teacher without fear of 
reproval or censure. 
4. The instructor will explain to the students at 
the first meeting of the discussion group the 
purpose of the "Student Participation" sheets 
which he will bring to class each week. He will 
tell them that the instructors are interested 
in learning whether any changes in the frequency 
of participation will occur as the students be-
come used to this different kind of group dis-
cussion. He will assure them that no use of 
the participation data will be made in determin-
ing course grades) and that neither participation 
in the discussion nor lack of participation will 
be rewarded or punished. 
5. Throughout the experimental period the dis -
cussion leader will maintain his role. He will 
constantly strive to restate in different words 
the factual statements directed to him and to 
reflect and clarify emotionally- toned remarks 
made by the studentsJ and will) by the friend-
liness and informality of his manner) attempt 
to gain acceptance by the class as a group mem-
ber. 
As might be expected from the fact that the majority of the subjects 
in this study had had twelve years' educational experience in classroom 
situations where the teachers had maintained the init iativefor most of t he 
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classroom activities, the two teachers involved in this experiment encoun-
tered some resistance to the acceptance of this method which departed so 
drastically from the subjects' previous experiences with teachers. Other 
investigators of student-centered teaching have had similar experienceq 
in conducting nondirective classes. Two factors must be mentioned which 
'j were of importance in helping the subjects of this study to accept the 
/ student-centered approach. One, encountered in every group of 12-15 persons, 
l is that some students seem immediately to accept the structuring statements 
lof the teacher at face value and act as bellwethers for their classmates by 
Juninhibitedly plunging into discussions on any topic that may occur to them. 
lA second, and perhaps more influential environmental phenomenon in this par-
ticular endeavor was the fact that a method very similar to the student-
centered discussions is the usual method of instruction in the school where 
ll this study was undertaken. Each time a class criticism is given of the 
students' performances in any of their design courses, the burden of the 
, criticism is carried by the students, the instructor merely participating 
las another, perhaps slightly better informed, student of design. 
The instructor-centered classes were conducted in a quite different 
manner. Both instructors had of course been members of many college lecture-
discussion classes during their years of undergraduate and graduate instruc-
ll tion. Their behavior in the instructor-centered group discussions held in 
this study conformed to that which their own experiences and their reading 
11
of the literature had led them to believe were characteristic of generally 
ll approved methods of conducting discussion classes. At all meetings of the 
instructor-centered groups the teacher either sat at a desk at the front of 
I 
the room, the students' chairs facing the front of the classroom in the 
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traditional manner, or he stood at a lectern in front of the classroom. The 
following kinds of behavior typify the teacher in the instructor-centered 
II 
!classes conducted in this study: 
l. Short summaries of the previous week's lecture 
or assigned reading were delivered; 
2. Topics for class discussion were announced by 
the instructorj 
3. The instructor called upon specific students 
by name to answer a QUestion phrased by the 
teacherj 
4. The instructor tried to stimulate discussion 
by introduc ing psychological topics which he 
felt would interest the studentsj 
5· The instructor maintained order by reQuiring 
students who wished to speak to raise their 
hands and to be recognized by him before speakingj 
6. The instructor answered any QUestion asked of 
him to the best of his knowledge and referred 
students to sources of further informationj 
7 · The instructor adjudicated differences of opinion 
or interpretation by the studentsj 
8. The instructor assigned topics for the students 
to investigate and report upon at some future 
meeting of the classj 
9 · The instructor conducted classroom experiments 
or demonstrationsj 
lO. The instructor reproved any student who was 
noisy or unprepared to answer Questions directed 
to him. 
Wisp{ (73) points out in a recent discussion on teaching methods re-
1search that several experimenters have reported that their student-centered 
1classes were characterized by much student-student interaction, permissive 
student -centered climates, and by the students reporting that the discussions 
1had been enjoyed and thought valuable. He admits that all of these factors 
may be desirable, but objects to implications that the presence of these 
conditions is proof that student-centered teaching has resulted in any 
!significant changes in the behavior of the participating students. He goes 
, on to say that proof of the creation of a permissive classroom climate is 
merely evidence that the independent variable has been effectively manipulat-
ed . Criterion measures of the comparative effect on such dependent variables 
las subject matter achievement gains, improved personality adjustment as 
1measured by before and after tests or other measured changes in experimental 
11
versus control subjects' behavior are needed to validate the claim that 
!differing teaching methods have been effectively used and have resulted in 
II 
measurable changes in the subjects' learning, attitudes, or emotional ad-
ljustment. 
The independent variable in this study has been identified as the dif-
ll ference in teaching techniques used with the experimental group as compared 
II 
II 
with those used with the control group . The preceding pages describe the 
.! teachers' behavior as it should have been in the student-centered and the 
!I 
!instructor-centered classes. Data will be presented by which the extent the 
II ll instructors' verbal behavior in the classrooms conformed to the instructions 
!!prepared for guides on the student-centered and on the instructor-centered 
I 
ll classes may be judged. Qualified observers were invited to visit the stu-
!dent-centered and the control classes for the purpose of categorizing the 
instructors' behaviors according to the Climate Index developed by Withall 
1(74). Four instructors at the School of Design, all of them members of the 
jiEnglish department, agreed to participate in the classroom observations. 
~ l of these instructors were quite familiar with the general purposes and 
II jl the conduct of the psychology classes through having acted as discussion 
h eaders during the first semester of the 1953-1954 academic year. While 
! serving as discussion leaders during the previous year the English instruc-
ttors had read the psychology textbook assignments, attended some of the 
I 
I l ecture-s given by the experimenter, and had visited several of the experi-
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menter's classes to observe psychology discussion sessions in action. Prior 
to the beginning of the experimental semester the observers familiarized 
jl themselves with the use of Withall's scale by categorizing teachers ' behavior 
from typescripts. Each of the observers agreed to visit two of the dis-
11 cussion sections once each month throughout the experimental period. They 
were given supplies of the Group Leader Behavior Check List (See Appendix C) 
I \ 
forms, a 'slight modification :of WithalJ:' s Climate Index =scale, and were 
given classroom and time schedules for the psychology discussion section 
meetings. The observers were not told about the purposes of the s tudy except 
in very general terms and did not know whether the groups they visited were 
li to be conducted according to a student-centered or an instructor-centered 
' rationale. Whenever one of the observers visited a discussion class he sat 
1at the back of the room, and, since all of them soon became recognized as 
il the students' English teachers, they seemed to be ignored by both the stu-
!dents and the discussion leader. A total of thirty observations was made 
11during the experimental period. A climate index was computed for each of 
these 30 sessions by dividing the numbers of stat ements assigned to student -
centered categories (categories 1, 2, and 3) by the total number of teacher 
statements. Means and sigmas of these indices were computed and the statis-
tical results of the observations are presented in Table 13. 
At regular intervals throughout the duration of the experiment tape 
recordings were made of both student-centered and instructor-centered dis-
11 cussion classes. A total of thirty usable tape recordings were successfully 
transcribed (See Appendix A). Two tape recorders were used, one in t he dis-
lcussion classroom of each of the instructors . The presence of the recording 
machines in the classrooms seemed not -co have i mpeded t he free flow of dis-
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Table 13 
Analysis of observers' categorization of instructors' statements according 
to the Group Leader Behavioral Check List. 
Number of experimental meetings observed 
Number of control meetings observed 
Mean Index* assigned in experimental 
groups 
Mean Index assigned in control groups 
Mean Index assigned both instructors in 
experimental groups 
Mean Index assigned both instructors in 
control groups 
Standard deviation of the Index of the 
experimental distribution 
Standard deviation of the Index of the 
control distribution 
Standard error of the difference 
t 
p 
Inst. A 
7 
7 
.74 
.52 
Both Inst. Inst. B 
8 
8 
~80 
.54 
.78 
.54 
.10 
.12 
.05 
4.00 
( .01 
*Index - total number of student-centered statements (categories 1, 2 and 3) 
divided by total number of statements made at session. 
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cussion, there being no measurable differences in the number of student or 
teacher statements recorded than were counted in the discussions where no 
1attempt was made at securing a relatively permanent record of the class 
I . 
sess1on. Student interest in having the recorded discussions played back 
!remained high throughout the experimental period. Altho~gh no attempt was 
'I 
1 
made to measure differences in level of interest between the student-center-
ed and the instructor-centered classes in remaining after class to listen to 
I 
1 their own voices, it is believed that the number of playback sessions was 
somewhat in favor of the experimental group. 
I 
II The reason for tape recording a sample of the discussions, however, 
li was not the whetting of student interest but to permit an analysis of what 
II 
went on in the contrasting classroom situations. In addition to serving as 
a source of objective data for the determination of such factors as student-
' 
ustudent, or instructor-student interaction, or the proportion of total state-
ments that could be attributed to instructor or students, the recordings 
were used to determine the reliability of the observers categorization of 
I the instructors' verbal behavior. Sixteen discussion sessions were recorded 
1
in the presence of the observers. The observer present during a recording 
!was later asked to again classify the instructor's behavior from the type-
1script of the recording. A tetrachoric correlation coefficient of .EO ~ .05 
1
j vras computed between the pooled ratings from observations and from categori-
1zations from typescripts. 
Each instructor not only systematically recorded the order and fre-
lquency of participation in the discussion of each student, but also in-
cluded in this record a count of his own contributions to the class dis-
~, 
cussions. Statistical summaries of the data secured from these sources are 
----- ~ 
6o 
II 
presented in Tables 14 and 15. 
A five-item Discussion Evaluation Scale (See Appendix C ) t hat could be 
objectively scored with a template was developed during the course of the 
experiment. Its test -retest reliability coefficient of .80 ± .05 was deter-
1 
mined by its being administered on Friday of one week and on Monday morning 
of the next week to a group of 62 freshman women students in the Boston 
University School of Nursing. · During the last week of the experiment all 
lof the subjects in this study were asked to complete this Discussion Evalua-
1
t ion Scale anonymously. Therefore, although the results of this test could 
not be used for individual diagnosis, they could be and were analysed by dis-
cussion sections, and the results will be reported with the post-test data 
from the other instruments used to measure changes that might be attributed 
·I 
'to the experimental variable. 
The same tests which were administered at the beginning of the study --
a 150-item multiple-choice achievement examination in psychology, the Gordon 
II 
Personal Profile, the Rotter Incomplete Sentences Blank and the Mooney Prob-
1 
lem Check List , College Form 
' 
were re-administered to all of the subjects 
ja t the final examination in the course. Bi-weeluy short answer quizzes were 
taken by the student s but because their format prevented objective scoring, 
I 
!no statistical comparisons of the student-centered and instructor-centered 
11classes were attempted. 
1. 
I SUMMARY 
I Much of this chapter has been devoted to a discussion of the evidence 
'for the existence of the independent variabl e . Data secured by means of 
classroom observations of the instructors' differential behavior in the 
II student -centered and the instructor -centered classes vrere presented in t his 
I 
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Table 14 
Analysis of the frequency and variability of the statements made by i n -
structors and by students i n both experimental and control groups. 
Source 
Number of instructor state-
ments per experimental class 
(Total classes - 75) 
Number of instructor state-
ments per control class 
(Total classes - 75) 
Number of student statements 
per experimental class 
(Total classes - 75) 
Number of student statements 
per control class 
(Total classes - 75) 
Teacher percentage of state-
ments per experimental 
class 
Teacher percentage of state 
ments per control class 
Mean 
9. 62 
25. 67 
82.40 
48.37 
10.40 
34.86 
SED t p 
6 .02 
17 . 03 2 .08 7.71 (oo1 
25.9 6 
23.85 4.07 8.3 6 (001 
.10 
. 10 (oo1 
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Table 15 
Analysis of participation indices computed for student members of all groups 
in the s ud 
GrouE n . Mean SD SEn t p 
Student-centered 1 12 66 . 67 41.-30 
Instructor-centered 1 12 37.33 16 .94 12.81 1.9 .10 
Student-centered 2 14 72.50 52.40 
Instructor-centered 2 14 42.21 28.30 16.13 1.5 .20 
Student-centered 3 14 67.44 42.30 
Instructor-centered 3 14 28.57 24.88 13.04 1.3 .30 
Student-centered 4 13 87.23 77.10 
Instructor-centered 4 13 29.15 19.47 23.88 2.4 .OS 
Student-centered 5 12 73.50 69.40 21.02 
Instructor-centered 5 12 43.75 22. 61 1.4 .20 
Totals: 
Student-centered 65 73.46 57.12 
Instructor-centered 65 36.05 22.50 7.28 5.0 (oo1 
chapter rather than in the chapter on results because of the experimenter's 
!complete agreement with Wispe/(73) that the attainment of a permissive class-
1 
room climate cannot be interpreted as one of the dependent variables and 
offered as evidence for the effectiveness of the teaching method. Important 
,as it is to demonstrate that clear-cut differences existed in the ways that 
the discussions were conducted, it is no less essential to show that experi-
mental and control subjects were given identical treatment in every other 
,phase of the course. 
I II All subjects in this study met twice each week throughout the semester, 
once in small discussion sections of from twelve to fifteen students, and the j 
second time as one large group attending lectures given by the male instruc- I 
tor . Mimeographed sheets listing the reading assignments were distributed to 
all students at the beginning of each lecture at which a new topic was intro-
duced. Eight chapters of Ruch's PSYCHOLOGY AND LIFE, fourth edition, were 
covered during the course of the study. Discussion guides were also distribu-
1ted to all subjects at each change of assignment. Although the experimental 
!subjects were given copies of these discussion guides and were free to intro-
1 
duce them into their discussion meetings, the instructors made no use of them 
in the experimental discussion meetings. Six films related to the textual 
sub j ect matter and three classroom demonstrations were shown t o all subjects 
various lecture meetings during the semester. Appendix G contains copies 
1of reading assignment sheets and discussion guides. The following chapter 
II 
I 
will consider in detail the results of the different teaching methods. 
li 
CHAPrER IV 
THE RESlJLTS OF TEE EXJ?.ERIMENT 
This chapter will consider first the statistical tests of significance 
11 that were used to determine whether the post-test performance of our sub-
1 jects tends t o support the hypotheses set up for testing or whether any or 
all of them must be rejected. Having identified the statistical techniQues 
I and explained why these particular ones were believed most appropriate for 
11 the treatment of the data, the results of the subject matter achievement test 
will be presented. Following this data consideration will be given to the 
I 
11 changes in emotional adjustment and personality that occurred during the 
I 
experimental semester as measured by t he Gordon Personal Profile and by the 
Rotter Incomplete Sentences Blank. Finally, this chapter will consider in 
some detail the evidence for and against the acceptance of the fourth hy-
pothesis which was established for testing, namely that subjects in the 
student-centered discussions will tend to evaluate more highly the course 
and the instructors than will the subjects in the instructor - centered sec-
11 t ions. 
I 
II 
Originally it was planned to use the Crit ical Ratio techniQue to es -
timate t he significance between the means of the experimental and control 
groups on t he various tests employed in the study. Using an entire popula-
tion, t he whole freshman class of candidates for the Bachelor of Fine Arts 
degree, the critical ratio method seemed to be the preferred statistical 
tool. When the enrollment in the 1954 freshman class, however, turned out 
Ito be somewhat larger than had been anticipated it became necessary to re-
,consider both the scope of the study and the suitability of the statistical 
tests previously chosen. Plans had been made to constitute four experimental 
sections and four control sections of not more than fifteen students each, 
the advance applications indicating that the freshman enrollment in t he fine 
and applied arts programs would approximate one hundred and ten to one hun-
,1 dred and twenty students. Last minute acceptances brought the total to l4l 
1 on the day of registration. It therefore became necessary to establish ten 
discussion sections for the freshman psychology class, resulting in an un-
balanced design on the teacher personality variable. It was decided t o have 
II one instructor lead three control and t-vro experimental sections a nd t o . have 
the other instructarconduct two control and three student-cent ered classes . 
This required that an analysis of variance be done on the statistical data, 
lmaking it possible to determine whether the teacher variable, the teaching 
condi tions variable, or the interaction of these variables might be identi-
1fied as the factors responsible for any differences in means which might 
,eventuate. Another, and perhaps even more important argument in favor of 
us ing an analysis of variance is that the value of Snedecor's 'F" will 
determine whether there are any significant differences, obviating the 
necessity for doing perhaps dozens of "t" tests and eventually being forced 
to concl ude that there exist no significant differences between any of the 
I 
means. 
Table l6 summarizes the data on the subjects' performance on the final 
examination. This Table indicates that the student-centered group did not do 
significantly better on the psychology achievement examination than did the 
, instructor-centered. Therefore, the first hypothesis, that student-centered 
discussion classes will bring about greater gains in acquisition of subject 
matter than will membership in an instructor-centered setting is not sustained. 
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Table 16 
Analysis of Post-test Gains on Psychology Achievement Examination for all 
subjects. 
Group 
.!:!..:.. Mean SD SEn t p 
Student-centered 1 12 32.42 7. 68 
Instructor-centered 1 12 21.08 10.99 3.97 2. 8 (o2 
Student-centered 2 14 24 . 21 12.07 
Instructor-centered 2 14 25.07 12.83 4. 67 .18 .90 
Student-centered 3 14 24.86 13.93 
Instructor-centered 3 14 22. 64 9. 71 4.52 .49 . 60 
Student-centered 4 13 30. 62 15.31 
Instructor-centered 4 13 22 . 23 16 .93 6 .07 1.38 , 10 
Student-centered 5 12 37 . 33 14.15 
Instructor-centered 5 12 37.08 16 .9 8 6 .25 .04 ns 
Totals: 
Student-centered 65 29 .60 13.45 
Instructor-centered 65 25.49 14.50 2.46 1. 67 .10 
Analysis of variance: 
Source Sums of Squares df Mean Square F p 
Between Sums of Squares 4, 851 9 539.00 2 . 79 (:01 
Individual Sums of Squares 23,197 120 193.31 
Source Correction Corrected Sums df Mean Sguare F p 
of Sguares 
Teachers 688 229 459 1 459 2.39 
Conditions 548 229 319 1 319 1. 65 
Teacher X 
Conditions 106 1 106 
Sub groups 
within groups 3739 6 623 3.23 (01 
Individwl23, 197 23197 120 193 
Only in sub-group number one does the difference between the means of the 
1 experimental and control subjects reach an acceptable level of confidence. 
I 
I 
J 
An analysis of variance of the data indicates that the intra-group variance 
is greater than that which can be attributed either to teaching methods used 
or to the effect of the teachers' personalities. In sub-group number two 
the mean gain of the control subjects on t he psychology examination did ex-
ceed that of their experimental opposites, but, with this exception, the ex-
perimental sub -groups consistently out-performed their controls on subject 
matter gains. Again it must be emphasized, however, that the slightness of 
the differences between mean gains requires ihe conclusion that the results 
of this study do not support the hypothesis which was tested. In other 
words, although there was a tendency t oward more learning of psychology by the 
student-centered group, their superiority was statistically insignificant. 
The second hypothesis of this study was that gains in subject matter 
achievement will be positively related to the frequency of participation in 
the class discussions. The Participation Indices, computed for each student 
by dividing the total numbers of times he joined in the class discussion 
1 throughout the semester by the total number of discussion classes which he 
attended, were correlated with their gains on the psychology achievement 
, examination . Pearson product-moment correlation coefficients were computed 
separately for the experimental and for the control subjects. The results 
of these computations require that not only must the hypothesis under 
scrutiny be rejected for the student - centered subjects. The "r" between their 
Participation Indices and their gains on the final examination in the course 
for the control group was .277 . A correlation of this magnitude for anN 
of 65 is significantly different from zero a t beyond the 5% level of con-
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Analysis of Post-test Gains on the Gordon Personal Profile for all subjects. 
Trait - .~ .n __ Mean S.D. SE D --t p 
1 Ascendancy Student-centered 65 -.43 4.81 
Instructor-centered 65 .88 5.12 .89 1.47 .20 
Responsibility Student-centered 65 -.48 5.23 
Instructor-centered 65 -1.22 4.18 .85 .87 .40 
Emotional Stability Student-centered 65 -1.60 4.82 
Instructor-centered 65 -1.60 5.02 ns 
Sociability Student-centered 65 - .89 4.51 
Instructor-centered 65 - .35 4.18 . 7 5 .66 .50 
ll Total: 
II Student-centered 65 -4.13 11.21 
Instructor-centered 65 -2.49 10.46 2.11 .92 .40 
I 
I 
'I 
II 
II 
II 
II 
fidence. As for the experimental subjects, the "r" between participation in 
the discussion classes and performance on the end-of-course examination was 
-.337, significant at the l per cent level of confidence. These findings 
are not entirely without precedent, Smith and Dunbar (68) having arrived 
' 
at somewhat similar conclusions which will be commented upon in the follow-
l ing chapter of this study. 
The hypothesis that participating in student-centered discussion 
classes would improve the emotional adjustment of the participants, as 
measured by the instruments used in this experiment, must also be rejected. 
Although the differences between the mean changes of the experimental and 
control subjects on the Gordon Personal Profile traits of Ascendancy, 
Responsibility, Emotional Stability, Sociability were all below levels of 
statistical significance, they tended to favor the control subjects. Perhaps 
a more noteworthy change in the subjects' scores on the Gordon post-test 
was its direction. Considering all ten sub-groups, the direction of change 
for nine of the ten population group means was negative, indicating that, as 
I 
measured by this particular test, all of the subjects in the study were less 
II 
f rell adjusted at the conclusion of the study than they had been at the be-
lginning. Master Table 17-21, preceding page, and individual trait Tables 
17 through 21 express these statements in statistical terms. 
The results of the post-test administration of the Rotter Incomplete 
!Sentences Blank substantiate the conclusions as to the end-of-experiment 
!emotional adjustment of the subjects as judged by the scores on the Gordon 
Personal Profile. On this test, too, the direction of change for both 
groups was toward poorer emotional adjustment at the end of the experimental 
semester than at the beginning of the study. No significance, however, may 
Table 17 
Analysis of Post-test Gains on Ascendancy-Gordon Personal Profile for all 
subjects. 
Group 
Student-centered 1 
Instructor-centered 1 
Student-centered 2 
Instructor-centered 2 
Student-centered 3 
Instructor-centered 3 
Student-centered 4 
Instructor-centered 4 
Student-centered 5 
Instructor-centered 5 
Totals 
Student-centered 
Instructor-centered 
Analysis of variance: 
Source 
Between groups 
Within groups 
Total 
n. 
12 
12 
14 
14 
14 
14 
13 
13 
12 
12 
65 
65 
Mean 
. 67 
. 67 
-0.71 
-1.71 
-1.43 
3.21 
1.00 
.77 
-1.58 
1.50 
- .43 
.88 
Sums of Squares 
303.45 
3029.08 
3332.53 
SD 
4.05 
4.01 
6 .53 
5.24 
5.47 
7.54 
2.86 
5.44 
4.91 
3.09 
4.81 
5.12 
df 
9 
120 
129 
t 
.89 1.47 
Mean Square 
32.72 
25.24 
p 
.20 
F 
1.34 
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Table 18 
Analysis of Post-test Gains on Responsibility-Gordon Personal Profile for 
all subjects. 
Group n. Mean SD SEn t p 
Student-centered 1 12 -1.58 4.24 
Instructor-centered 1 12 -2.50 2.87 
Student-centered 2 14 -1.57 4.80 
Instructor-centered 2 14 -2.07 5.48 
Student-centered 3 14 1.07 6. 93 
Instructor-centered 3 14 -2.57 4.58 
Student-centered 4 13 -1.00 4.80 
Instructor-centered 4 13 - . 69 3.09 
Student-centered 5 12 .67 4.90 
Instructor-centered 5 12 2.08 2.60 
Totals 
Student-centered 65 - .48 5.23 
Instructor-centered 65 -1.22 4.18 .85 .87 .40 
Analys is of variance: 
Source Sums of Squares df Mean Square F 
Between groups 291.92 9 32.44 
Within groups 2795.00 120 23.29 
Total 3086.92 129 1.39 
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Table 21 
Analysis of Post-test Gains on Total Score-Gordon Personal Profile for all 
subjects. 
I Group n. Mean S . D. SEn t p 
I Student-centered 1 12 .25 8.19 
Instructor-centered 1 12 - 6.42 11.40 
Student-centered 2 14 -3.36 13.86 
Instructor-centered 2 14 -5.57 14.90 
Student-centered 3 14 -9.35 13.19 
Instructor-centered 3 14 -3.36 8.49 
I Student-centered 4 13 -3.08 10.05 
Instructor-centered 4 13 - 3 .31 13.49 
Student-centered 5 12 -4.42 11.45 
Instructor-centered 5 12 6.92 6.40 
Totals 
Student-centered 65 -4.13 11.21 
Instructor-centered 65 -2.49 10.46 2.11 .92 .40 
Analysis of variance: 
Source Sum of Sguares df Mean Sguare F 
II Between groups 2122 9 235.78 I 
Within groups 17346 120 144.55 
I 
Total 19468 129 1. 63 
I 
I 
I 
I 
I 
I 
i 
be attached to these changes in Rotter scores. The mean change in the scores 
of the experimental subjects was only 3.45 score points higher than the 
initial mean of 128.21 and was well within the margin of chance change. 
Table 22 presents an analysis of post-test changes on the Rotter Incomplete 
Sentences Blank for all subjects. Taken as a 1-rhole, the test data secured 
from both of the personality tests used requires the rejection of the hy-
1 pothesis that student-centered class discussions bring about more desirable 
personality changes in the subjects than do instructor-centered discussions. 
Data by which to test the fourth and final hypothesis investigated in 
this study were secured from the Discussion Evaluation Scale described in 
Chapter III. The first item on this scale compared the discussions with the 
lectures as sources of ideas. The mean of the student-centered subjects 
exceeded that of the control subjects by 7.76 score points on a 100-point 
scale, the significance of the difference being at the ten per cent level 
of confidence . The degree to which the experimental subjects indicated that 
they were satisfied with the instructors' verbal behavior in the classroom, 
Item #2, was greater than that of their control subjects at below the one-
tenth of one per cent level of confidence. The control subjects thought 
that the group leaders talked too much during the discussions. The third 
item tried to ascertain whether the subjects considered their class dis-
cussions in psychology as intellectually stimulating or dull. In this cate-
gory, also, the student-centered group scores exceeded those of the instruc-
tor-centered group at the .01 level of confidence. The fourth item was 
concerned with the emotionally cathartic effect of the discussion sessions. 
As was predicted, the student-centered group secured greater emotional 
release than did the instructor-centered group. Only on the final item, 
II 
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Table 22 
Analysis of Post-test Gains on Rotter Incomplete Sentences Blank for all 
II 
subjects. 
Group n. Mean S.D. D t p 
Student-centered 1 12 2.33 11.14 
Instructor-centered 1 12 1.92 13.04 
Student-centered 2 14 3.43 13.49 
Instructor-centered 2 14 3.34 12.04 
Student-centered 3 14 .36 11.7 5 
Instructor-centered 3 14 4.36 8.94 
Student-centered 4 13 7.46 12.29 
Instructor-centered 4 13 2.45 15.07 
Student-centered 5 12 3.50 13.38 
Instructor-centered 5 12 6.33 7. 69 
Totals 
Student-centered 65 3.45 12.31 
Instructor-centered 65 3.70 11.51 2.20 .11 .90 
Analysis of variance: 
Source Sums of Squares df Mean Square F 
Between groups 509.30 9 56.59 
1
! Within groups 18929.01 120 157.74 
I Total 19438.31 129 .36 
attitudes toward discussion mates, was there found no differenc:e on:. t his 
scale between the• ... ·experimental and control students. Master Table 23-27 
I 
and individual item Tables 23 through 27 statistically report these results. 
I 
Problems on the Mooney Check List which underwent a change in fre- 11 
lquency of twenty or more checks between pre-test and post administration are 
I 
listed in Table 28. As was stated earlier in this report, no statistical 
I 
I 
! treatment was given to the data from the Mooney Problem Check List. It may 
'be of some interest to note that the direction of change for all i t ems 
checked 20 times or more was in the direction of fewer markings and that 
lt here were no ascertainable differences between experimental and control 
,subjects at either administration of this test. 
Follow-up testing was done one semester after the conclusion of the 
1 study. The numbers of the total group taking the follow-up psychology 
1;achievement test did not significantly decrease. Therefore, performance on 
I . 
this test is reported for both experimental and control sub-groups as well 
I 
as for the-·: t otal student-centered and instructor-centered subjects. The "F" 
~~ test . done on these data indicated that there were no significant differences 
I 
!discernible between the comparative performances of control and experimental 
subjects. Therefore, no 11t 11 tests were computed. It should be pointed out 
~~ that the means suggest that the experimental group did tend to maintain 
,
1 their lead over the control group in the sub j ect matter field. Table 29 
II presents the statistical results of this follow-up test in psychology. 
II Smaller numbers of subjects were induced to retake the personality 
I 
!inventories for the third time. Tables 30 and 31 demonstrate that one 
;I semester after the conclusion of the study there had occurred no marked 
,, 
, changes in the personality adjustment of either experimental or control 
:e_ub-jecf$' . 
II 
77 
~-
1 
I Analysis 
·: items of 
Master Tab.l~ 23.:- 27 
of subjects' checked responses on a scale from 0 to 100 on the five 
the Discussion Evaluation Form (See Appendix 8) 
II ========================================================================= 
jl Items 
II Numbers 
I 
I 
1: 
l 
I, 
1 
2 
3 
4 
5 
Group 
Student-centered 
Instructor-centered 
Student-centered 
Instructor-centered 
Student-centered 
Instructor-centered 
Student-centered 
Instructor-centered 
Student-centered 
Instructor-centered 
n. Mean 
65 55.56 
65 47.80 
65 44.96 
65 58.23 
65 56. 13 
65 44.16 
65 63.17 
65 49.42 
65 55.52 
65 55.97 
S.D. SEn t p 
22.18 
23.60 4.01 1.9 .10 
15.20 
21.87 3.31 4.0 .001 
23.75 
20.13 3.87 3.0 .01 
28.74 
30.07 5.1 2.7 .01 
18.34 
13.82 2.82 .17 .90 
I 
:1 -------------------------------------------------------------
l 
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Table 23 
II 
scale from 0 to 100 to Item #1 Analysis of subjects' checked responses on a 
I of the Discussion Evaluation, "Compared with the lectures, our discussion 
1 sessions as sources of ideas are;" 
II Greatly superior SomeWhat About the Not so Much 
better same valuable inferior 
II Group n. Mean S.D . SED t p 
i 
I 
Student-centered 1 12 52.33 18.36 
Instructor-centered 1 12 55.69 20.40 7.90 .42 .70 
Student-centered 2 14 41.25 20.42 
Instructor-centered 2 14 31.70 20.76 7.75 1.2 .30 
Student-centered 3 14 60.46 23.77 
Instructor-centered 3 14 40.15 17.46 7.88 2.1 .10 
I Student-centered 4 13 54.92 17.35 
I Instructor-centered 4 13 61.87 20.17 7.38 .94 .40 
I! ~ Student-c~tered 5 12 66 .57 19.47 II 
1 Instructor-centered 5 12 41.89 26.42 9.44 2. 61 .05 
Total 
ij student-centered 65 55.56 22.18 
Instructor-centered 65 47.80 23.60 4.01 1.9 .10 II 
I 
I 
I 
I 
tl 
Table 24 
Analysis of subjects' checked responses on a scale from 0 to 100 to Item #2 
1 of the Discussion Evaluation, "During our discussions the group leader;" 
Is too 
quiet 
Group 
Should prevent 
long pauses 
Student-centered 1 
Instructor-centered 1 
Student-centered 2 
Instructor-centered 2 
Student-centered 3 
Instructor-centered 3 
Student-centered 4 
Instructor-centered 4 
~ Student-centered 5 
Instructor-centered 5 
l 
II 
I 
II 
Total 
Student-centered 
Instructor-centered 
n. 
12 
12 
14 
14 
14 
14 
13 
13 
12 
12 
65 
65 
Can't 
keep still 
Mean 
45.42 
58.15 
47.92 
70.00 
47.00 
49.69 
51.17 
55.00 
33.29 
58.33 
44.96 
58.23 
Might let us 
carry the ball more 
Talks when 
he should 
S.D. 
13.19 
11.15 
12.85 
6.78 
12.77 
18.89 
4.12 
21.97 
15.88 
23.15 
15.20 
21.87 
5.10 
3.87 
6.08 
6.16 
7.5 
3.31 
t p 
2.5 .05 
5.7 .001 
.44 . 70 
.65 .60 
3.3 .01 
4.0 .001 
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Table 25 
II Analysis of subjects' checked responses on a scale from 0 to 100 to Item #3 , II 
of the Discussion Evaluation, "Our group discussions;" 
Are always Are Frequently Rarely increase Are a 
intellectually usually clarify my waste 
stimulating thought-provoking my thinking psych. knowledge of time 
I SED ,, Group n. Mean S.D. t p 
II Student-centered 1 12 66 .42 13.89 
II 
Instructor-centered 1 12 54. 69 17.80 6 .48 1.8 .10 
Studen t-centered 2 14 43.83 18.08 
Instructor-centered 2 14 36 .90 29.74 9.27 .74 .50 
Student-centered 3 14 65.38 11.83 
I' Instructor-centered 3 14 28.82 17.14 5. 65 6.4 .001 
il 
Student-centered 4 49.75 I 13 23.30 
II 
Instructor-centered 4 13 61.87 20.17 8.54 1.4 .20 
Student-centered 5 12 54.71 17.44 
Instructor-centered 5 12 44.44 20.7 6 7.81 1.3 .30 
Total 
Student-centered 65 56 .13 23.75 
Instructor-centered 65 44.16 20.13 3.87 3.0 .01 
II 
I 
f 
Table 26 
Analysis of subjects' checked responses on a 
of the Discussion Evaluation, "As a forum to 
sion;" 
Are Don't give me Sometimes 
useless much opportunity make me 
feel better 
Group n. Mean 
Student-centered 1 12 64.67 
Instructor-centered 1 12 64.38 
Student-centered 2 14 55.33 
Instructor-centered 2 14 20.20 
Student-centered 3 14 71.00 
Instructor-centered 3 14 48.08 
Student-centered 4 13 54.17 
Instructor-centered 4 13 57.33 
Student-centered 5 12 69.07 
Instructor-centered 5 12 49.00 
Total 
Student-centered 65 63. 17 
Instructor-centered 65 49.42 
---
scale from 0 to 100 to Item #4 
"blow off steam" our discus-
Fulfill my Make the 
expectations course 
worthwhile 
S.D. SEn t p 
27.00 
17.00 9.22 .03 ns 
17.94 
12.37 5.8 6.0 .001 
33.24 
29.03 11.7 1.9 .10 
33.44 
9.49 9.64 .31 ns 
31.24 1.5 
30.69 12. 65 
.20 I 
28.74 
30.07 5.1 2.7 
.01 1 
II 
I 
I 
82 
I 
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Table 27 
Anal ysis of subjects' checked responses on a scale from 0 to 100 to Item 115 
of the Discussion Evaluation, "My discussion-mates demonstrate;" 
Complete and Emotional Understanding Habitual Frequent 
sympathetic insight at times, indifference hostility 
understanding though not indifference toward toward 
of each other sympathy at others the world each other 
Group n. Mean S.D. SED t p 
Student-centered 1 12 58.50 15 .84 
Instructor-centered 1 12 52.00 7. 87 5.09 1.08 .40 
Student-centered 2 14 51.50 6 .78 
Instructor-centered 2 14 55.00 11.47 3.47 1.00 .40 
Student-centered 3 14 69.15 16. 67 
Instructor-center~d 3 14 54.00 9. 64 5.10 2 . 09 .10 
Student-centered 4 13 40. 83 23 .69 
Instructor-centered 4 13 59.27 16 . 24 8 . 2.3 .OS 
Student-centered 5 12 58 .36 11.18 
Instructor-centered 5 12 57.11 14 . 73 5.29 .23 . 90 
Total 
II 
Student-centered 65 55. 52 18 .24 
Instructor-centered 65 55.97 13. 82 2.82 .17 .90 
Table 28 
'l 
Problems on the Mooney Check List which underwent changes in frequency of 
twenty or more checks at the post-test administration . 
Mooney number 
5 
10 
16 
20 
41 
42 
44 
46 
69 
70 
71 
73 
96 
99 
100 
117 
129 
133 
155 
Phrasing of Problem 
Not getting enough sleep 
Needing a part-time job now 
Being timid or shy 
Missing someone back home 
Frequency and 
Direction of Change 
-21 
-22 
-23 
-36 
Not knowing how to study effectively 
-31 
Easily distracted from my work 
Having a poor background for some 
subjects 
Restless at delay in starting life 
work 
Wanting to improve my mind 
Wanting more chance for self-
expression 
Wanting a more pleasing personality 
Wanting to be more popular 
Forgetting things I've learned in 
school 
Weak in spelling or grammar 
Slow in reading 
Needing to watch every penny I spend 
Worrying how I impress people 
Daydreaming 
Trouble with oral reports 
-24 
-21 
-22 
-20 
-26 
-26 
-24 
-38 
-35 
-22 
-23 
-40 
-20 
-30 
-
83 
Mooney number 
15 6 
179 
209 
241 
319 
,, 
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Table 28 (cont.) 
Phrasing of Problem 
Wondering if 1 1 11 be successful 
in life 
Wanting to improve my manners or 
etiquette 
Vocabulary too limited 
Afraid of making mistakes 
Slow in mathematics 
Frequency and 
Direction of Change 
-23 
-21 
-21 
-24 
-33 
83d 
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Table 29 
Analysis of Gains on the Psychology Achievement Examination for all subjects 
one semester after conclusion of experiment. 
Group n. Mean S.D. 
Student-centeredl 11 18.18 13.30 
Instructor-centered 1 12 4.92 14.28 
Student-centered 2 13 6 .08 12.61 
Instructor-centered 2 12 13.83 13.74 
1 Student-centered 3 13 10.70 15.00 
Instructor-centered 3 14 11. 64 10.72 
Student-centered 4 13 13.08 16 .70 
Instructor-centered 4 12 12.08 11.53 
Student-centered 5 12 8 .75 19.57 
! Instructor-centered 5 11 4.64 8.31 
Totals 
I 
I Student-centered 62 11.89 16 .22 Instructor-centered 61 8.79 12.17 
Analysis of variance: 
Source Sum of Squares df Mean Square F 
Between groups 2797.31 9 310.85 
Within groups 20291.62 113 179.57 
Total 23088.93 122 1. 73 
,, 
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Table 30 
Analysis of Gains on Gordon Personal Profile Traits A-R-E-S-T for part of 
population one semester after the conclusion of the experiment. 
Exp. Con. Exp. Con . Exp. Con. 
Trait n n M M SD SD SEn t p 
Ascendancy 46 45 . 68 .30 3.50 4.48 . 84 .45 . 70 
Responsibility 46 45 .89 1.30 4.22 4.02 .86 .47 . 70 
Emotional Stability 46 45 . 78 1.92 5.82 4.50 1.08 1.05 .30 
Sociability 46 45 .15 .55 3.38 4.41 .82 .48 .70 
Total 46 45 2.18 4.29 0.60 22.09 3.44 .61 . 60 
Table 31 
Anal ysis of Gains on the Rotter Incomplete Sentences Blank for part of popu-
lation one semester after the conclusion of the experiment. 
n. Mean S.D. t p 
Student-centered 
subjects 43 1. 62 15.84 
3.46 1. 71 .10 
Instructor-centered 
sub j ects 33 -4.30 14. 35 
8 6 
SUMMARY OF RESULTS 
On the basis of the measures used to determine changes in the dependent 
variables as a result of students participating in student-centered and 
1 instructor-centered discussion classes it must be reported that the data do 
I not support three of the four hypotheses set up for testing. Contrary to the 
prediction of the first hypothesis, subjects in the student-centered experi-
, mental classes did not learn significantly more psychology than did the stu-
1 dents in the instructor-centered control sections . 
Frequency of participation in the class discussions was found to be nega-
tively related to subject matter gains for the experimental group and posi-
tively related with gains for the control group, forcing the partial rejection 
11
of the second hypothesis, i.e., that the more frequently students partici-
1pated in the class discussions the more psychology would they learn. 
Post -test data from two of the instruments used to measure changes in 
1
1
emotional adjustment dictate the rejection of hypothesis number three, that 
11 membership in student-centered discussion classes leads to better emotional 
adjustment than does membership in classes controlled by the instructor. Con-
trary to the Gordon and Rotter post-test scores, the post-test performance of l 
' 
' the subjects on the Mooney Problem Check List suggests better emotional ad-
justment, if one can accept the recognition of fewer problems as a criterion 
of better adjustment. 
Only the fourth hypothesis investigated, that the members of student-
centered discussion classes would more highly evaluate the course and the 
teachers than would students in instructor-centered sections, is supported 
by the end-of-experiment student evaluations. 
~-----
CHAPI'ER V 
Discussion and Summary 
The results of this experiment in student-centered vs. instructor-
centered teaching agree with the findings of most of the recent research 
done on this important topic. Faw (24) reported that his student-centered 
group learned more psychology than did his inst ructor-centered students or 
1 the group with which both teaching methods were alternately used. While 
' the performance of the student-centered group in the experiment being re-
port ed did not exceed that of their controls on a subject matter test when 
tests of significance of differences were applied to the data they did tend 
to earn slightly higher scores on the final examination in psychology and 
had maintained t heir subject matter superiority over the control group one 
semester after the conclusion of the experiment . Landsman (41), testing 
for knowledge of facts and principles, reported no differences in outcome 
between his student-centered and syllabus-centered groups. Asch (4) found 
that his instructor-centered group acquired greater knowledge of subject 
matter but demonstrated fewer gains in emotional adjustment than did his 
1 student-centered group. Our results do not wholly agree with those of Asch. 
,, 
Control subjects in this research tended, though not significantly, to show 
smaller decrements in emotional adjustment than did the experiment al sub j ect s. 
The emotional adjustment of both experimental and control sub j ects in this 
1 experiment was poorer at the conclusion of the study than it had been at 
the initiation of the exper iment, according to the measures of emotional 
adjustment used. Our results in this aspect of the study agree with 
McKeachie's prediction that the student-centered class, since it does not 
88 
indicate to the student what he must do or how he should behave in this new 
situation to achieve success, is likely to create anxieties which lessen 
his ability to learn, if we can assume with Maier (46) that the frustrat ed 
organism is an inefficient learner . The lack of structuring in the student -
centered class discussions may have contributed to the finding that those 
who talked most often in the student - centered discussion classes tended to 
learn least . This observation is in accordance with that of Smith and Dunbar 
(68) who found that voluntary participation in classroom activities 1vas re-
lated neither to interest in the course nor knowledge of subject matter. Is 
it possible that constant participation on the part of some stud~nts in the 
class discussions may be perceived by them as the right technique to use in 
order to gain the approval of the permissive teacher? 
Several inadequacies of this study must be admitted . First, no attempt 
was made to determine the motivation of the students to cooperate with the 
instructors, or to make the efforts prerequisite to success in a course so 
•dependent upon student acceptance. Admittedly, motivation to study is dif-
ficult to estimate except by observations of behavior . Since student dis -
cussion is encouraged and is employed as a pedagogic device in practically 
.all of the classes in the professional school where this research was con-
ducted however, it was anticipated, erroneously it seems, that enthusiasm 
in participating in class criticism in life drawing or two-dimensional 
design would generalize to talking freely in a required liberal arts course. 
,Another serious shortcoming in planning and carrying out this study was the 
somewhat naive assumption that student attitudes toward classes and of 
expectances of what a teacher should do in the classroom, apparently deeply 
ingrained by twelve years' previous experience with teachers and classes, 
r--
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would undergo any marked changes in the course of one semester. Although 
the vast majority of the students in the experimental classes reported that 
they enjoyed their discussion classes and approved of the method, it was 
probably unrealistic to expect any marked changes in the students' self 
!concepts because of participation in a one hour weekly discussion, .006 of 
the time in a week, for a sixteen week period. As pointed out by several of 
the students on the end-of-course anonymous evaluation scale, the method of 
instruction and the method of testing were anomalous. This criticism of the 
I 
use of the traditional objective examination to determine grades in a course 
I 
lias loosely 
!psychology 
I 
structured for acQuisition of knowledge of facts and principles of 
as is the student-centered discussion is certainly QUite valid. 
,Possibly the use of a cooperative rather than a competitive grading system, 
II 
I' 
I 
I 
' as discussed by Deutsch (17), might have resulted not only in lessened anxiet~ 
, 1 c,oncerning grades but even greater feelings of good-will and friendliness to- 11 
ward their discussion mates than the students demonstrated on the scale dev-
I 
1
eloped in part to tap this attitudinal area. Case study tests, designed to 
measure the ability to apply sound psychological principles to the solution 
of practical human relations problems have been successfully employed by 
Kelley and Pepitone (39). A case study test was included in the final exam-
, ination given to all students at the end of this experiment, but since its 
reliability was Quite low, .55, and because it failed to discriminate between 
!experimental and control subjects, the results of this measurement were not 
I 
11reported. 
Despite the ambiguities in test results that preclude any clear-cut 
claims to the superiority of either of the discussion methods used, this 
II 
11 study was worthwhile. Tape recordings of thirty discussion sessions were 
90 
successfully transcribed and are included in Appendix A. A perusal of these 
typescripts will demonstrate, among other things, that there may be tremen-
dous differences in the way that two teachers, equally convinced intellectual-
ly of the merits of student-centered teaching, implement their convictions in 
the classrooms. Another modest contribution made in this experiment was 
the device of correlating impartial observers' categorizations of teachers' 
behavior in the classroom with their subsequent classification of the same 
verbal behavior from typescripts. And finally, test results indicate that 
students' learning does not suffer from being involved in a student-centered 
class discussion group. If some future researcher can successfully develop 
methods for alleviating the anxieties of college students in this permissive 
teaching climate, he may strengthen the argument for wider use of student -
centered-teaching in a democratic society. 
SUMMARY 
A total of 130 freshman students in an accredited fine arts college, 
matched for intelligence, scholastic achievement, and emotional adjustment, 
was taught a one-semester course in psychology by two different teaching 
methods. One method combined a weekly lecture with a weekly instructor-led 
group discussion. The experimental group attended the weekly lecture also 
but their discussions were conducted from a student-centered point of view. 
A principal difference between the two discussion methods was the degree to 
which the students participated in the choice of topics for discussion. In 
the student-centered class the students were encouraged to assume the privi -
lege of the initiation and change of discussion topics. 
Two teachers, one male and one female, each taught several sections 
of from 12 to 15 students, both teachers using each discussion method with 
91 
two or more of the ten sections into '>vhich the 130 students were divided. 
Cumulative counts of both student and teacher participation in the class 
discussion -vrere maintained throughout the experimental period. Periodic 
observationswere made of the teachers' discussion-class verbal behavior) 
which was categorized on a behavioral rating scale. Verbatim recordings 
were made at regular intervals throughout the study of approximately twenty 
per cent of the total number of class discussions. 
As a group) subjects in the student-centered discussions earned higher 
grades on the end-of-course objective examination in psychology) although 
the mean gains of the experimental and control group were not significantly 
different. Frequency of participation in the class discussions was found 
to be significantly and negatively related to gains in subject matter 
knowledge for the experimental subjects, and significantly and positively 
related to subject matter achievement for the control subjects. As measured) 
the emotional adjustment of both experimental and control subjects was less 
satisfactory at the conclusion of the study than it had been at the beginning . 
Subjects in the student-centered classes evaluated both the course and the 
teachers ' conduct of the discussion classes more highly than did students in 
the instructor-centered classes. These differences were statistically and 
possibly socially significant. 
92 
APPENDIX A 
Typescripts of Tape Recordings 
Student-centered group 1 ••••• •••••••• ••••• 
I nstructor-centered group 1 ••••• •• •••••••• 
Student-centered group 2•••••••••••••••••• 
Instnlctor-centered group 2 ••••••••••••••• 
Student-centered grour 3 •••••••••••••••• •• 
Instructor-centered group 3 ••••• ·• ••••••••• 
Student-centered group 4•••••• ••••••• ••• •• 
Instructor-centered group 4 ••••••••••••••• 
Student:-centered group!) •••••••••••••••••• 
Instructor-centered group 5 •••••.••.•••.•• 
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Instructor: Why do people use unscientific methods like tea leaves, 
astrology or phrenology, when they are trying to discover 
people's personality? 
!I Berthiaume: Because they knou they will be told -vrhat they want to be 
told. 
Instructor: Hmv do fontune tellers stay in business? 
Allen: By tellin people what they want to hear. 
Balfour: People are basically interested in themselves and want to 
hear good things about themselves. 
Instructor: How many people do you know who read the astrology page in 
the paper every day? 
Augustsson:- I know lots of people who do and I, myself, when I haven't had 
anything else to do have read it too; but they are very 
indefinite and never say anything that can actually be pinned 
down. 
I Bermender: These unscientific methods would be something like the Greek 
Oracle, wouldn't they? 
Instructor: I think we all agree that people use these unscientific 
methods because they are practically sure that they w.ill only 
hear what they want to hear. No-vT, what is the relationship 
bet-rreen humeral theories of personality and the modern medical. 
specialty of endocrinology?. Did you all get the discussion 
papers? 
1 Class: No. 
Instructor: Then I think we had better consider the topic which vre had 
last week. Do you suppose that a study of I'1:i.chaelangelo 's 
biography, notes or diaries from a psychologically 
sophisticated vie"'-1point would help you in understanding his 
creative masterpieces? 
Allen: I don't see why there would be any question at all; if you 
know about the artist, ypu know why he created. 
Curran: I1ost of the time you do but there ~auld be times when you 
know the painter and not know anything about how or what he 
has painted. 
Instructor: But the general concensus of opinion is yes. 
93a 
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Allen: Someone said that personality means anything done by the 
individual. What about work done while studying under an 
instructor? Wouldn't that work reveal the personality of the 
instructor rather than that of the individual? 
Balfour: Anything you do reveals your personality and even if you are 
following someone else's direction, it is still your work. 
DeSaussure1 Even batting an eyelash seems to have a psychological meaning. 
Berthiaume: I really don't think it is important to understand or read 
biographies to understand masterpieces. 
Bean: But you won't have a definite understanding of the master-
piece unless you understand why and under what conditions the 
artist painted it. 
Curran: People wish they knew why Hona Lisa is smiling. 
Allen: People also have wondered about the profile of the woman in 
the beard of Moses and, by learning about him, they have 
come to the conclusion that she must have been his mistress 
at the time. 
Berthiaume: Did anyone read the article in Time? 
Bean: ~fui ch article. 
Berthiaume: David Reisman wrote that some tribes in Africa practice 
conspicuous consumption. They burn their houses dmm or give 
away everything they have and so on. 
Instructor: Is t here any connection between this and our way of life? 
Curran: We sometimes buy things which aren't actually any better t han 
something else but which cost more . 
Allen: Isn't it a form of showing off? 
Bean: 1-lell, if they give everything away that they have, then 
someone else must give things to t hem. 
Instructor: Let's hear some arguments on whether psychology is or is not 
a science. 
Berthiaume: I think vle should first determine what is a science. 
Anderson: I don't think psychology is a science because we don't know 
enough about it. 
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DeSaussure: Is palm reading a science? 
Anderson: No, but it isn't the same as psychology either. Psychology 
is based upon fact and palmistry is guesswork and, more or 
less, making things up as you go along. 
Curran: Sciences are based upon fact and the accumulation of data 
~~d that is the basis of psychology. 
DeSaussure: Medicine is supposedly a science but there is a lot of guess-
work in medicine. 
Allen:: Is medicine a science? 
Anderson: Some doctors s~ it is and some -vmn't say. 
Berthiaume: I don't think psychology will ever be a science because there 
too many exceptions to be able to set down a definite rule of 
behavior. 
Instructor: What rrould you class it as? 
Balfour: Not a science but a study of human behavior conducted along 
scientific lines. 
Anderson: But human behavior is always changing. 
DeSaussure: I think people are always the same. 
Anderson: Things are entirely different now from what they were when 
my mother was growing up. She doesn't think I should have 
dates or stay out after eleven because she couldn 1t do it -when 
she was my age. But everything is different now and people do 
different things from what she did. 
DeSaussure: Our parents didn't have the same things that we have today. 
The riOrld is changing but, basically, people are the same as 
they ivere years ago. 
Bean: I went to the silent movies in the l~seum yesterday and there 
were parts that would not be allowed to be shown today. I 
think we have more today but we are not really any better or 
worse than our parents or their parents. 
Berthiaume: I don't think we believe in the same things are parents did. 
It used to be that the home and church were the most important 
things but they certainly aren't any more. 
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Bean: Now everyone goes to college whereas a fmv- years ago only a 
fe1f did. Basic human emotions are just the same but our 
environment has changed. 
Anderson: I still think people are different. 
Balfour: Hmv are they dif ferent?_ 
Curran: They're not. People who live in slums are out for all they 
can get but people who live in the country or suburbs are just 
the same - they just go about getting the things they want in 
a different -vray. 
Allen: The things that happen today have always happened, we just 
hear more about them now. 
Bartolini: Environment plays a large part in how people act. 
Bean:. Han still has the same human emotions and drives but 
necessity is the mother of invention and man has changed 
things and invented things to make living easier. We have 
more today than generations before us had and our concepts of 
right and wrong may have changed but our emotions are still 
the same. 
Instructort Is psychology a science? 
Allen: Well, if you consider a science only as a study, t,hen it is. 
Anderson: Would psychology be classed as a social science? 
Bartolini: I don't think it is a science at all but only a study of 
human nature. 
Balfour: Art is creative but psychology isn 1t. 
Bartolini: Doctors refer to medicine as "practice". 
Allen: Psychology is not a science because two people are never 
alike. 
Instructor: But are two diseases ever alike? 
Berthiaume: Doctors admit that medicine is not infallible. 
Balfour: But medicine is connected with the body and not the mind. 
Berthiaume: If you get down to differences - two virus under a microscope 
are different but look the same to the naked eye. 
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1: Instructor: Is phrenology based upon bone structure or how man feels 
about his body structure'i 
II 
I 
'i 
I 
Balfour: It is based on just bone structure. 
Allen: In psychology you might take two men, one short and one tall, 
and put them in exactly the same environment and get some 
sort of a result on the behavior pattern of the men. 
Instructor: Some unscientific things, such as folklore, do work out 
according to psychological theories. The various stories you 
hear of the behavior of "little men". Nest can be traced to 
have psychological meaning. 
Balfour: That would apply to Napoleon, wouldn't it? 
II 
I 
I 
I 
t 
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I ns tructor: Di d you all read Chapter 3'? ·ell , then, Chapter 2? 1.e t al k ed 
a little about it the other day - environment versus heredity. 
You were a littl e slow l ast we ek so let 1 s see if we cannot do 
bet t er today . In what ways is the J. or mula Her edity X ' mriron-
rr,ent X Time : Development more accurate t han Heredity plus 
envirorunent pl us time equal Devel opment level wo~ld be? Di d 
you all get it? 
Allen: No, I co·c1ldn ' t f i gure it out . I O.on ' t know why one would b e 
any more accurate than t he other . 
Instruc tor: I s it? 
Augustsson: Yes , in an arithmetic problem t here is a gr eat di fferenc e 
bet~~ en a dding three items and multi plying and t he same thing 
is true here . 
I nstr uctor: If you have two times zero you ge t zero. 
.Allen : 
Bean: 
J: s oe, when y-ou multiply the three you get interaction • 
The diff er ence bet ween adding one to another and multiplying 
is the interaction of all three. 
Instructor: Is there any question about the i nteraction of all thr ee .s.nd 
that they are all quite important '.? Does an unborn child have 
an environment? 
i•nderson: Yes . 
All en: It said in the book that the child before birth had no 
experience . I read where a psychoanalysy can tell what is 
~Tong with a person by tracing back to things that happened 
before birth and which have r esulted in complexes . 
Bartolini: That cannot happen . 
3ean: It is a lot of nonsense t o t hink i f a mo ther went t o a concert 
that t he child would be a gr eat musician. 
Allen: The book didn't say t hat . 
Bean : 1Nhere di d you r ead. all t his? 
Allen: I read it in THiE and it said that prenatal experi ences were 
thecause of compl exes . 
Bartolini : ,\!layb e it meant t hat you might, have recessive t r aits f rom pre-
natal experienc es but what ha ppens to the mother cannot affect 
t he child . 
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Bean : Babi es a re only born ~~th instinct and intelligence . They are 
not born with ideas . 
Eowker: If there is no connection bet·ween the mother and the child 
then what happens to the mother cannot affect the child. 
1lllen: I don't think the child is capable of reasoning . 
Bowker: It has reasoning powers but they ru·e not developed • 
.IHlen: ·vi ell, I heard the t heory in Til\.~E several times. 
Bartolini : You can 1 t r emember ·what happened to you at three let alone at 
birth . 
imderson: But isn't it there in your mind: 
Bowker: You cannot remember things until you reach the ag e of r eason 
and that is about six or seven . 
Ander s on: Some t hing j ust stick i n your mind . 
Lugustsson : How do you knov.r which is prenatal and which is pos tnatal? 
Allen: Some personalities can be figured by c hild ' s reaction at birth. 
Ayotte: That is just superstition . 
Anderson: A child cries when it is born and it is crying because it has 
b een slapped . 
Allen: hiaybe he would go through life vvi th a complex if t h e do ctor 
slapped him too hard . 
Anderson: An accident at birth might leave a mark on a child . 
Instructor: Can you have a physical reaction Yd thout a mental reaction? 
Bartolini: Y·!ell , the baby gasps f irst and then cries so perhaps the gas p 
would be the mental and t he cry t he physical. 
Instructor: 1iiha t tel ls him to cry? 
Bowker : Hell, the do c tor wants him to cry to clear the r:mcuous f r om his 
throat but he cries f r om instinct. 
Allen: I t hough there were no instinctive acts . 
Bartolini : 'l'h e only two I knovr of are recoil f rom noise and swallovJing . 
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Curran: Sucking is instinctive in the small baby . 
Allen: I don't think when a baby cries it comes through his brain . 
Adl er : I t all comes t r,rough t he brain. 
Bartolini: Do r eflex es? 
I ns tructor: What is a reflex<~ 
Allen: 
Ayotte: 
Bartolini: 
Anderson: 
Bowker: 
A reJlex is something you do -without t hinking about it . 
f.That can you do ·without thinking about it? 
Bliru{ing your eyes is a ref l ex . 
A baby will put his he> .. nd on something. hot and ke ep it t here 
until it hurts . 
They will the f irst time but the next time t hey won 1 t . Tl1ey 
have learned t hat it 1vill hurt and t hey remember . 
l~llen: But t he child doesn 1 t have to touch an object to know it is 
hot . 
Curran: Hov will he know. 
Allen: Wel l , his mother will tell hi.;n and he will remember . 
Instructor : The dii'ficul ty is to learn what instincts a re . 
imderson : A baby l'lrill bl ink its eyes instinctively . 
I nstructor: You can see wtw babies are so interesting to psychologists . 
They have to get them early and check them constantl y to see 
t he changes which take place . Now, what is a self- concept? 
Bean: I t is knowing yourself and why you tick and act the way you do .. 
Instr uctor: As a human being or as an individual? 
.Allen: As a human being f irst and then as an individual. 
Instructor: Is this a new expression to you? 
Anderson : Does it mean we know ou .. rs eb res? 
Bean: The discussion in the book pointed out the exrunple of t he 
littl e girl vYho thought she was her stomach . 
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Instructor: Lit tle children do that all the t i me, they thin..k t hat their 
hand or their head or some portion of their anatomy is them . 
You can s ee that peopl e get concept of self early . In the 
beginning it seems somewhat l i mited but as t he person grows 
t he concept grows also. 
Bowker: '.i'hen a backward child ·would have no conc ept. 
All en: A baby do esn 1 t either . 
Instructor : But each of you should have definitel y . Have you analyzed 
yourselves l ately ? 
(Yes and no) 
Instructor : Do you t hink a person ' s behavior and personality depends upon 
how their parents made t hem feel as children? 
.Ayotte : I think so . 
Ber mender: If they tree.ted you like a brat t hen you a cted like one . 
I nstructor: What about juvenil e delinquents? 
Allen: Their oarents are to bla~e . 
Bowker: But you can 't say t hat in all cases because some oi t hem come 
from very nic e homes and their par ents have t reated them Viell 
and t hey still get into tr oubl e . 
Anderson: A fellow I know i s like that . Hi s parents do not treat him as 
well as they do hi s bro.ther and he has a terrible inferiority 
complex and is awfully self-conscious . His parents tell him 
hm·l good his brother is in ever;ything and he just doesn •t 
think he can ever be that good. Since I vlent with him he has 
been better and was getting over his inferiority complex until 
we broke up. 
Instructor: Would you say he was a victim of environment? 
Anderson: Yes, but some people take it and decide to be better than they 
are and others don't - he didn't. 
Bowker : But even the ones who decide to be better, even if they do, 
they still feel inside they are not as good as the rest. 
Ayotte: A lot of it depends upon the person himself. 
Instructor: Can these things be overcome? 
Boston University 
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Andry: Yes, but other people have to help them because you cannot 
believe in yourself unless someone else does too. 
Instructor: Do you think t hat there are some children who are discrimin-
ated against in social life? 
Allen: Yes, if there is one particular boy 1vho is in trouble often 
then ~rhereever there is trouble, he will be the one they look 
for first. 
Boviker: Children like that need understanding from someone and if 
they cannot get it at home, then they should be able to go to 
a minister or a priest. Someone should make them see that 
they are really wanted. If they thought they Here v-ranted and 
needed, then they mi ght be better. 
Instructor: Have any of you ever knovm a real 11toughie 11 ? 
Bean: Yes , and they get ·t,o the point where they take pride in doing 
thinGs that are wrong. 
Curran: Well, they thicl< people believe they are bad and so they just 
act bad. 
Augustsson: 'l.'eachers have a lot to do 1rith it. They will bring it to the 
attention of everyone if one child is bad or a..r1other one is 
not too bright. 
Balfour: I have a situation l ike that. I follo-w-ed my sister through 
school and the teachers never missed an opportunity to point 
out to me lvhat a bright girl she had been and inferring that I 
just uasn 1t up to her mark . I used to take all subjects that 
she hadn 1t and tried to be good in the things she uasn 1t good 
in. She used to cry every time she had to go to gym class so 
I uas great in gym and the same in cooking class. Finally I 
realized that I uas under-rating myself so I began to try to be 
good at vlhat I really Has good at. No"l-r my younger sister does 
very Hell because she isn't having anyone held up to her and 
s o she just goes along at her own speed. 
Bartolini: Teachers should realize that people are individuals and not 
expect two to act just alike or be the saine even if they do 
come from the same family. 
Anderson : l 1JY mother has a complex because she <vas held ba ck by my grand-
mother so that her sister could have all the advantages . She 
couldn't have boyfriends but my aunt could and it was like that 
i n everything; my aunt pi eked her om1 career but my mother -vras 
told Hhat she cou.ld do and that vras that. But she adjusted t o 
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it all and did the best she cotlld but I still think she has a 
complex. 
Bartol im: It depends sometimes on the nm11ber of children in a family . 
It seems that the oldest child and the youngest child have 
everything while the middle one or middle ones never seem to 
get so much. 
Instru.ctor : How many of you have ever realized t hat no two children in the 
same family never have the sarae environment? 
Anderson: That is true even if you never thi11.k of it that 1"lay. 
Ayotte : 
Balfour : 
Anderson: 
Anderson: 
Andry: 
Anderson: 
Bartolini : 
Anderson: 
Ayotte: 
\ . ..Jell , t.here never can be tvm oldest or two youn gc st . If t here 
is a boy and a gi.rl there is a big difference . 
Yes , t he oldest is always the oldest and the youneest is always 
the youngest , a.11d boys are al-..mys boys and girls, girls. It is 
different for every child because every child i s different . 
I don 1-l:, thin.."k: that any far1 ily shotlld have more than tlvo 
children and only one would be nmch better . 
Why? 
Because if people have more children than that, say four or 
five, then the po~Julation Hould increase too much and there 
-vmuldn 1t be enough food to go around. 
I think eve!"J family should have six or ten children . 
But the more the population gro~-Is the more peopl e there "rill be 
and the more children they Hill have and pretty soon there will 
be too many people for the country . 
There are more people now than there 1-rere some years ago and 
everyone s eems to be eating ru1d getting along all right. 
l"'l1at about the slmns '? 
There vmre slllills even "rhen the population wasn ' t so large as it 
is now. 
Instructor: Hovr mruw of you have ever r ead population trends versus food 
trends? 
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Allen: I have but I don ' t see that it is much cause for alarm because 
lool5: at all the synthetic foods they are coming out with . I 
think that everyone 1fill be fed even if the popt.llation does grovT. 
Bean: 
Curran.: 
Anderson: 
Allen: 
Anderson: 
Ayotte : 
Bean: 
Anderson: 
Ayotte : 
But think of all the f ood that is thrmm away even vrith the 
po~ulation as l arge as n is. The United States l·rastes more 
f ood than any other country in the vmrld. 
People have ali-Tay s had crli.lclren and things have alv1ay s 1-mrked 
out somehm·J. 
\r.iell t hen, I don 't t hink poor people should have chil dren . 
But they are the ones who have the most children. 
I f they didn 1 t have children, t hey 1-Touldn 1 t be poor . 
The idea is to eliminate p overty and not children. 
Also vle are getting a much older popiJ.lati on because }Jeople 
t end to l ive longer . They can' t Hork s o they are p oor and 
children have nothing to do Hi th t hat. 
I sti ll think that if the poor didn ' t have chil 'ren t hen t hey 
vmuld have more money and that would eliminate poverty. It 
-..muld be all right f or t he rich people to have children . 
People will alway s have as many children as they 1\fant and you 
cannot mak e the poor stop having them and you cannot tell t he 
r i ch you t hink they should have them just because the one can 
give them a lot of advantages and the other cannot . 
104 
The fi rst half of this class -vras spent in fillinEC out forms. 
Instructor: The original experiments of this kind -vrere done at Ohio State 
University by Kurt L•*n. Children 1vere put into tHo rooms to 
play with each other to see hou groups form, uhether tuo or 
three vmuld play to gether or more, or vThether there 1vould be 
interchange, vrhy one little boy might be more popular than 
another and so on. His most famous example Has one in uhich 
tvm groU])S were stud..i. ed. One group was strictly supervised 
and tol d exactly vrhat to do, 1vhen and ho1v to do it. The other 
group uas left to decide for themselves what they -vmuld do . 
Af t er a fev1 day s, the groups v.rere alternated - t he democrati c 
group Has given a leader and the other group uas left to make 
t heir ovrn decisions. The democratic group had a feu bad days 
but t h en settled down to supervisi on. I t proved that people 
have t o be trained to be democratic . You peopl e must see 
t hat in the difference betueen colle ge and hi gh school. There 
vlill ahray s be m:u.ch trouble vlith democracy when people are not 
oriented t o uhat to do 1-li th democracy . 
Balfour: Isn 't t hat the reason that i nun:i..gra.c1ts are given training Hhen 
they arrive in this country? 
Allen: I can see it in the girls 1 dormitory . vie take care of noise 
and our rooms and all and there is no one to check up on us . 
Instructor: ~·lhich some times works and some ljlmes doesn ' t . Question f ive 
of chapter four is of interest to me personally. Several 
Investigators have reported tha t girls consistently earn 
hi gher grades in high school t han do boys . This proves t hat 
girls are more intelligent than boys, or does it? 
Allen: I think t hat for girls maturity comes much earlier t han it 
does for boys . 
Bouker: Girls take more care in their studies vrhile boy s don ' t much 
care . 
Berthiaume : Boy s tend to be more interested in sports and there are not 
too many sports open to girls in hi gh school so they don ' t 
have an~Ghing else to do except stu dy . 
Bouker: No, t hat isn't it so much as girls are more mat ure in high 
school t han boys. 
Berthiau..rne : Girls do s eem to feel that hi gh marks are more i mportant than 
boy s do . 
· Allen: I a gree that there are not so many sports for girls in high 
school but I also think that the girls are more mature . 
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Ayotte: 
Balfour: 
Allen: 
Balfour: 
Bean: 
Bouker: 
Bean: 
BoHker : 
Bartolini: 
Bo"~>rker: 
Allen: 
Boys care about grades but they don 't want to get grades as 
high as they can because t hey don' t uant to be considered 
brainy. 
I n our high school t here were just, as many smart boy s as 
girls but the girls uanted to be smart and the boy s didn't. 
I think girls are more conscientious than boys . 
But the boys are most alvmys sorry ai't erw·ards. 
Then t hey realize that marks are important and that is v.rhen 
they mature • 
.i·jost boys never grmr1 up until they get to college . 
I t hink that boy s in high school think that a girl •nth 
brains is bound to be dull. Our valedictori an alway s studied 
and she was dull . 
Dullness and brains are not synon~nous - some peopl e are 
quite dumb and t hey are dull too. You just don't have to 
have brains to be dull . 
The boy s in our high school used to t hink that if a girl Has 
smart she couldn 1 t go out • 
You can have brains and go out too. 
I think a lot of it is social pressure . I didn't study at 
all in high school, just got marks to get by, because I 1-ras 
too busy going out but v1hen my family put me in prep school it 
v.ras much harder but I did better because I >..rasn 1t so busy with 
extra- curricular activities . 
Balfour: In hi gh school the stress is all on extra-curricular activit i es . 
I·Je u s ed to cut classes all the time f or other things. 
Berthiaume: In prep school it is an honor to get good gra des. 
Allen: It is environment in prep school . 
Bmv-ker: Uell , y ou can 't stay in the school if your grades are lolv . 
Berthiaume: Being br i ght in prep s chool i s not enou gh , it is what y ou do . 
And ever-.fone else is uorki ng so y ou do too and you accomplish 
mor e. Of course , most prep schools are located in t he country 
and t here is not mu ch else to do any...ray . 
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Allen: Also, there is a certain time to studv and a certain time 
for extra-curriclliar activities and t here is constant 
supervision. 
Balfour : They can tell you livhat to do and lvhen because you are there all 
the time but in high school you go home and the teachers have 
no say about i1hat you do wit h ;your time . 
Instructor: Do you think you get more out of college when it is in a city 
or in the country. 
Berthiaume : li"lell, there are advantages to bot h but I don't think it matters 
so much in college because by that time you can figure out for 
yourself ho~or much time you need to spend on y our 1vork and y ou 
realize it is y our ovm responsibility to do it . 
Bouker : In the dormitory you have rules, quiet hours, and so on, and 
whether or not they work is up to the girls . 
Allen: I t hink t hat boy s appl y themselves more in college and use 
what they learn while gi rls tend to memorize and f orget . 
Instructor: Hell, do you feel t ha·t girls are more intelligent t han boy s ? 
Berthiaume: If girls were more intelli gent , why isn 1t it the i·IOma.n 1-rho 
goes out and >-mrks? 
Bloom: It al l depends on h 01·r y ou define int elli gence - marks or 
s omething else . Host girls get marr ied a:,."ljway . 
Instructor : But ifhy do gi rls feel it is so impor-l:iant to get high grades? 
Anderson : Girls feel that they have to have the approval of their 
parents and boys don't feel it so much . 
Bert hi aume: Girls like to shm-r that they are superior to boys anyvray . 
Balf our: In our hi gh school only the people in the college course 
studied and they studied <:dl t he time . 
InstnlCtor : You are getting belm-.r the surfa ce now. Hhy do you think t hi s 
happens? 
Bloom: Girls do try for hi gher marks because of farnily pressure . 
Balf our: Ivjy mother never said anything to me about getting hi gh mar k s . 
Instructor : But that is not the genera.l case . Investigation s shou that 
girls do more cheating in exams than do boy s . 
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Anderson : A boy doesn 't study so they have t o cheat. 
Allen: I think a larger majority of boy s get caught because the 
teachers e:x:pect them to do it and so they 1rmtch them more . 
Balfour: I agree that girls cheat more. Nen teachers feel sorry for 
the girls and you can bluff them more easily. 
Allen: If you have the honor system in a girls 1 prep school and in a 
boys' prep schoOl, the girls do much better because girl s take 
it all more seriously. 
Berthiaume : Hell, one thing in the honor system is to squeal on each other 
and girls will do that sort of thing. 
Allen: No, I don 't believe that. I think the girls just take it more 
seriously . 
Instructor: Isn 1t it becau se of t he same social pr essures? 
BovTker: But if y ou are aT:Tay from home you don't have family pressure. 
Instructor: But what if a girl -vms asked to leave school a nd had to go 
home. 
Curran: That w-ould be much vmrse for a girl than it would be f or a 
boy because it is more or less expected of a boy ~~d it is 
unheard of for a girl . 
Instructor : Isn't that 1-<hat they mean when they say boys <-rill be boy s ? 
Balfour: I don 't think the hi gh schools are very good. I have friends 
who are going to Brown and Pembroke and they really ar e having 
a rough time. 
Bloom: \vell, the teachers are not good and they aren 1t because t hey 
know the kids are not trying so I guess they figure there is 
no reason for t hem to try either. And they don 't get paid 
enough either. 
Instructor : You knoH that you give me a very p oor picture of the high 
schools in this area. 
Balfour: They are poor. 
Bloom: The teacher's college i sn't much good either . 
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Inst: lft'ell, what i s psychology interested i n? 
deL~Hunta: Well, t he abilities of people , their thinking and act ing in 
everyday life. 
Inst : All right, their abilities and thinking. Are t here any other kinds 
of behavior in which psychology is interested? 
Djerf : The ability to get along Yvith other people and get along with 
themselves and i n society. 
Carbo : They are int erested in the way they react with other people in 
groups and alone. 
Inst: Then you would go right along with what Midge says. We have II 
thinking, and gett ing along with peopl e, and getting B.long i n 
groups, and getting along with oneself. I think that was a point 
which Midge made which is quite an i mportant one. Did you see 
the film on Tuesday which t old about the extent of the problem of 
emotional ly disturbed people i n t his country? How many of you 
remember how many wer e said to be emotionally maladjusted? 
Students: Seven million. 
Inst: Now that is a very conservative estimate. I think I told you, 
probabl y in the first l ecture, that the estimates run anywhere 
from twelve to sixteen million. I think I used a figure, 10 per 
cent of the population. Some authorities estimate that 10 per 
cent of the population could benefit from some help i n solving 
t he i r int ra-personal relations, their ability to live with them-
s elves ·without tens ion. Have we exhausted this topic? As to 
what psychology is interested in, they are interested in man 's 
knowledge. 
Can you tell us a little more about why psychology should be 
interested in object-to-object r elations? 
Cole : They are all related, so that the more you know about object- to-
object or person-to- object the more you are l ikely to know about 
the total behavior. 
deLEJ.Hunta: And man 1 s understa.nding of the outside world about him is 
different in every single person and depends upon hi s percep-
tion. 
Ins t : What is this perception you are talking about? 
·carho : It is a form of mental disorder when a person cannot realize 
reality and integrat e it with h i s environment. 
Inst: She used a new word, she s aid a person is interes ted in the percep-
t i on or his environment. When we tried to define perception we 
~-= _r~n ...in:to a little dif.ficuJ._ty •-=-- = _ _ -=-
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Andry: I thought perception just meant awareness. 
Crankshaw: I think perception means how one particular person r eacts both 
phys ically and mentally to a particular happening . 
Inst : To a particular happening--this young lady behind Betsy. 
Damrell: Well , a person can see i n the future what they can perceive . 
Inst : You mean the ability to predict or tell what i s going to happen 
sometime in t he future? Do you agree·? 
Carbo : No. I think the best way is to give some kind of examination. 
Perception is a kind of mental disorder. 
Inst: Perception i s a kind of mental disorder you say. 
Crankshaw: Some peopl e - they just don't believe it exists and therefore 
it '.s a kind of disorder because they create a false impression. 
Inst: They don't know what exists? 
Crankshaw: No . The,y don't know what it is •••• their environment . 
Inst: You mean they're disoriented? You know what t hat word means - dis-
ori ented? You know what oriented means? IVhen one is oriented, 
accustomed to what goes on, you're aware of what's going on and you 
realize the surroundings of your, you're aware of the space and the 
time in which you ' re living - sensitive to your surroundings. vVhen 
one is disoriented he doesn 't know where he is , doesn't know who he 
is - he is not in tune with his environment. 
Damrell: I was just going to say "awareness." 
Inst: You will find that perception is an extremely basic terra. If you 
really unders tand perception you will find it has implications f or 
your growth as a designer. Do you want to explor e this any more 
or change the subj ect? Do you think you fully understand it? 
II 
Djerf: I have the definit ion here - "Perception is the process of organ-
izing and interpreting sensor,v data by combining them with the re-
sul ts of previous experience. It is a response , which, in turn, 
furnishes stimuli that elicit and steer furthe r responses . Perce~­
tion enables an individual to know how he stands i n rel ation to the 
objects and conditions of the wo~ld about him and t o act accordingly." 
Inst: What 1 s Mr . Ruch talking about ? We all know what organizing is. What 
does he mean by senso~ data? 
Costan : Smelling , hearing, touch, sight. 
Inst: Smelling , hearing , touch , sight. We have t hem in our environment 
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all the time. The only evidence we have which makes us aware of our 
environment. Psychologists think we have more sense organs than the 
tradition~l five we have been accustomed t o. Ever.ything we learn or 
perceive is sensed through sight, hearing, smell, touch and taste . 
Clements: It is just gathering together or explaining facts relative to 
your senses. 
Cole: I think it is interpreting in your own mind things that you have 
found out by your senses. They gave an ex~nple in here of an 
optical illusion. 
Inst: I like that. 
Carbo: In the first place we can't tell what anybody else sees. It can 
come from experiences. 
Inst: In other words, perception is an extremely complicated topic. The 
meaning that any one person attaches to these stimuli - stimuli are 
the changes in energy which impinge one of these sense organs and 
they start f r om some change in your environment. It is based not 
only on the data but past experience to a large extent. 
Pause 
Inst: I don 't know as we agree that psychology is a science. 
Crankshaw: I think that it is a science in that you use a science such as 
wBth. to solve certain problems. But in a specific science 
you'll find that each one has a specific solution but I think 
in psychology you couldn't always depend on a definite or 
specific solution. 
Carbo: If you call the stuqy of rocks a science I don't see why the study 
of people can't be a science. Anthropology is a study of man. 
Djerf: Psychology has only to do with the mind and that's only part of 
the man . 
Camarot: In the first place I think that psychology sort of uses the 
sciences together. 
Carbo: I think it has to do with the entire body. 
Crankshaw: The definition of science is the study of a particular subject. 
Inst : Do you all agree with that definit ion? 
Andr,y: I di sagree that it's the classifying of facts pertaining to a 
particular subject. 
CraQ~shaw : I think you would use the results to further the study. 
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Cole: 
I nst: 
Dalton: 
I think that's where the difference comes between psychology because 
you can't always use past experience. 
The pas t experience of each person is different from that of any 
other person. 
Most of the basic theories are handed down from one doctor to another. 
·when it is handed dmvn to another docto r he might not think it is 
right and might tr,y another theory. 
He sets up an experiment to establish whether it is right or not. 
It's harder to study psychology from a doctor 's viewpoint. They 
don 't have animals and it's harder to stuqy a person's mind. 
I understood from Midge that we just study from animals. ~bat 
about these mental institutions . You're working on principles 
when you work on animals. 
They can study little children and they can study the reaction of 
a child in play, and animals are like humans. 
Psychology is a little over 100 years old and these other sciences 
are thousands of years old and I think they expect too much of it . 
You think they expect too much of psychologists. 
They weren 1 t around when the other sciences ·were young and so they 
don't realize that those sciences may have had problems in starting. 
An average person believes what he can see rather than what is told 
to him. 
I'm a little confused about the term anthropology . From what you 
say maybe we have some doubts about the subject anthropology. What 
kinds of anthropology are there ? If we have bones to study is that 
anthropology? 
I thought it was evolution. 
Anthropology ' s the study of evolution then . 
Ii18.n 1 s evolution through the ages. 
Did we break this ·word down in class? Anthropo is man. Logos is 
to talk about or discuss. Thus anthropology is the study of man 
and the origin of the races . The study of man and his coming onto 
the earth. It' s the origin and s t udy of man. 
According to the book "Anthropology studi es the physical evolution 
of mankind , t e origins of races , and the development of civiliza-
tion.11 
II 
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Cole : I think there might be more than one kind of anthropology . Could it 
be that thi s type we' re t alking about is mor e social. 
I nst: As t he word was used by most of the group it was historical or1g1n . 
Da~vin was by training a biologist - isn't he the man who gets the 
credit for developing evolution? 
Cole: First maybe that doesn't include all anthropologists. 
I nst: Are all anthropologists interested i n digging up bones? This te rm 
social or cultural anthropology - does that give us a key to what 
other anthr opologists are doing? 
Crankshaw: Maybe these people are comparing cultures. 
Inst: Compa rison of cultures then is a field in which anthropologis t s are 
i nterested. Some anthropologists might be interested i n the f uture 
as well as the past. 
Carbo : Anthropologists don't look into the mind at all. 
I nst : You feel that anthropology is different from psychology i n that 
they are interested in the study of groups of people. 
deLaHunta: That's right. Psychologists, they go into the mind and want 
t o know your emotions. 
Carbo: Psychology has to do with one individual. Anthropology is about 
man i n general. 
Inst: You feel that both are interested i n humans but one is finding out 
about r ace or culture as a whole while psychology takes one person 
and studies him more intensive~. 
Cotter: If you were sick you'd never go to an anthropologist. They're 
not interested in helping people. They're just interested in 
their own facts. 
Inst: You feel psychologists are interested in helping people. 
Carbo: I think they're interested in people and what they're going to be 
like. 
Chin: I think anthropologists a re like historians. 
But psychologists want to solve the problem. 
go i nt o what t he people do in a personal way. 
They list the facts. 
Anthropologists don' t 
Inst: You would go along with Mary in saying anthropologists are inter-
ested in facts and psychologists in people. 
1 Crankshaw: What 1 s the difference then between social anthropologis.ts and 
psychologists? 
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Inst: Betsy wants to know what's the difference. 
Dalton: I think sociologists are interested in the study of your environ-
ment and its effect on people. Anthropologists are interested in 
envirorunent but not what causes it. 
Inst: Sociologists look about the environment as the causes whereas an-
thropologists look upon it as just a part of their data . 
, Ayotte: In certain parts of the world different people do different things 
and sociologists are interested in those people and what the 
comnnmi ty does. 
Inst: You feel that sociologists are interested in institutions. 
Carbo: Yes. \That people do, where they go . 
Chin: I believe that these sciences are all related to one another. I 
think they're helping each other out. One is related to another. 
They all have to rely on one another to become what they are. 
Inst: You feel that all these social sciences are related, psychology, 
social anthropology - what did you call the other kind of anthropology 
Now we say that some of these anthropologists are interested in the 
study of living people rather than just bones. Anna points out that 
the study of all three of these disciplines is the same; the study 
of the living mlman being. 
Camarot: I think social and cultural anth ropology are the same . 
Inst: Social and cultural are synonymous to you. 
Dalton: I was going to point out the difference between sociology and 
anthropology. Sociology would be interested in the nervous system 
of the farmer in comparison with the office worker. Sociology 
deals with personality in his environment. Anthropology works 
with groups; predictions of groups, their behavior and physical 
make-up. 
Inst: What's happened to our poor psychologist? 
Dalton: Well, he seeks to understand the abilities, motives and thinking 
of people. 
I nst: Have we spent our period just in going around and around on a merry-
go-round or have we really learned something about these kinds of II 
social scientists? 
Carbo: The psychologist comes in and takes over from there and finds out 
11why11 a per son does what he does. 
Inst: You think the psychologist synthesizes the material of the other 
scientists. 
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What do you think in general of the pros and cons 
of t h e argument presented here? Do you think they 
have good arguments against UMT? 
Yes, I think so. Maybe we don't really understand 
the true situation with Russia, but right now it 
seems that we're headed for peacetime, so why must 
we have conscription? And the government doesn't 
seem to want to try this selective service which is 1 
what they had during the war ••• (unintelligible). 
The funny thing about it is that it will be two sys- 11 tems if war does come along. It won't be conscrip-
tion at all because t hey will have so many they've 
screened because they need them in industry ••• 
{unintelligible) • 'rhen plus the fact that you go in I 
and have your training and several years elap se and 
then war comes along, then you have to have training 
all over again. 
Not a complete training, just a refresher. 
You feel that once they've had the basic ~raining 
a short refresher course would bring them up to date. 
That would in a way be making a military state. The 
thing is that we're afaid, and if we start building 
an army like that, Russia's not going to be able to 
trust us, a nd we're not going to trust them, and so 
we don't trust each other, right down to the indiv-
idual. I f we didn't start with that, I think some-
thing could be worked out, that would be much better. 
I think you can draw the thing out too long. It's II 
been eight or ten years r ight now, and it seems to 
me t hat if they went to basic training for six 
months, that wouldn't be so bad . Then if they want- 'j 
ed to join the reserves, i t 's up to t h em, t hey 
wouldn't have to go. If t here's an emergency, t hey 
are going to call everybody anyway . 
Yes, but don't the military authorities maintain 
that they can't have soldi er trained in the use of 
modern weapons in the short period of six months~ 
Your basic training doesn't include i f you're going 
. to be on an anti-aircraft gun. That comes after-
wards. That's s pecialized training. 
You're assuming then that this six month period 
would just be training in response to discip line, 
and as t h is Defense Service Committee said, "reduc-
ing ~he i~1 tiative t o zero, ~ 2hang ing _a persona~i~y 
into a soldier. 
Clements: In six months he probablw· wouldn't give up the idea 
of school. Six months isn't really too long, and 
you'd still be fresh enough to go on to school. You 
could almost plan it so that you could continue 
school, maybe two months before you're out of high 
school and do it through t h e summer, work it out 
somehow. 
Cole: Do you really think that we should do that? 
Dalton: I don't think it would do anybody any harm. I don't 
mean to say that they've got to continue on and on. 
Cole: What's the point of it? I can see the point that in 
case anything happens, but in a way it's seeming 
more ridiculous. 
, Clements: They say there are 100,000 ready. vYhy should we have 
so many? ••• (unintelligible) 
Carbo: 
Inst: 
Carbo: 
Dalton: 
Eisenhauer mentions that for any little war we 
probably wouldn't use atomic weapons, but i f it was 
a major war between two big countries, probably any 
sort of weapons would be used. He mentions the dis-
trust between Russia and the United States, and they 
would just be waiting for someone to drop an atomic 
bomb. That se ems so lik ely that the ground forces 
won't be worth much. 
Russia is then making a big mistake in having 110 
divisions. I think it was in last Sunday's times 
that I read a statement that Russia had a number 
li~ 110 divisions, approximately 20,000 men to a 
division, stationed in western Europe and t h e peri-
phery , the satellite states that Russia controls. 
This is a tremendous numbe r , 110 times 20,000. That's 
just a standing army. If this hypothesis that thermo-
nuclear warfare eliminates the necessity for ground 
t roops or would wipe out g round troops very fast,if 
this is sound, then Russia is making a big mistak e, 
and is draining her economy by having this huge 
ground force. 
The war would be very complex, and then you say 
they'd have basic training, but they'd have to have 
specialized training. 
Before you go into s pecialized training, you'd have 
to have basic training . It's just like going to 
school here without any foundation. 
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Dalton: 
Inst: 
Dalton: 
Inst: 
Da.l ton: 
Inst: 
You couldn't work on this Niki installation unless 
you had basic military training in small arms and 
military courtesy and discipline. 
You could, but you wouldn't be in accordance with 
military code. 
How about that point that was made that it costs 
$1,000. to give a soldier basic training, whereas 
it costs about $5,000. for a. civilian to do the 
eight out of nine jobs that are handled by non-combat 
troops? 
I can't see why it should cost so much. Of course, 
there's a terrific waste. It doesn't cost that much 
to go through college and get a real education. 
~11,000.00? A college education is estimated, de-
pending on the college, at from $2,000 . to $10,000. 
For four years even, I don't plan on spending $10,000. 
Here are the statistics. The tuition at the R.I. 
School of Des~gn is $600., that's ~?2,400. in f'our 
years. But you also have to live for four years, so 
I think the girls pay $650. a year, that's ~1,285. 
and there's $5,000.,right~ Then they have their 
clothing and recreation etc • 
• • • (unintelligible) 
DeLahunta: Most of the boys figure that they have to go into 
the serti:i·ee for two years anyhow. Even if they get 
out of college they have to go in. So what's the 
purpose of this if most of the boys go in for two 
years, they get their basic anyway. 
Dalton: There's a chance they won't go. 
Cotter: Some peop le don't go. But the majority of them do. 
Carbo: They get their freedom of choice. 
DeLahunta: They still get basic training. 
Carbo: 
Inst: 
If you had UMT, you wouldn't have any freedom of 
choice, you couldn't go to school, you couldn't do 
anything you wanted to do • 
• • • (unintelligible) 
There's an indication that the reduction of a 
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personality to a soldier, doesn't that disturb you 
at all? If at the end of high school all the young 
men who could pass the physical were taken into 
military service, and it were true, we'll assume for 
the moment that this is true, that as a result of the 
discipline they undergo they lose initiative, do 
what they're told to do and they stop thinking for 
themselves, what indications would that have for the 
future of our society? Suppose we had a bunch of 
robots and automatons who are all followers, none of 
whom are interested in being leaders. 
Dalton: Well, it seems to me that anyone who is strong enough 
and has a strong will, the military isn't going to 
change it. They're the ones who are always getting 
busted. 
1 Inst: Yes, what you say about getting busted is interesting. 
I think there are only two or three of us who are 
veterans, but very often the ones that get busted are 
the ones that in civilian life would be successful. 
The ones who see a situation and who do something 
about it. A frlend of mine was the comraander of a 
rocket ship in the Pacific, he was a lieutenant, j.g. 
in the Navy, and they were attacking Japanese land 
installations, and of course he was a very junior 
officer (they had a whole flotilla attacking). The 
whole .group got a command from the captain of the 
task force that they were not to fire until they got 
orders from the flagship. All he had on the ship 
was rockets, that was his weapon, and he had trem-
endous strik ing power for just one instant with his 
rockets, and if he didn't use them then they were 
wasted. So he happened to maneuver his ship so that 
he was in a perfect position to fire and he knew he 
could hit the installation. He fired, and he was 
courtmartialed. He had hit the installation, but he 
was courtmartialed because he had disobeyed the or-
ders from the flagship. That, I think, is a good 
illustration. He w~s a poor military man, but he did 
a terrific job in carrying out the purpose of the war. 
Carbo: Many people became so military minded that if you got 
a dishonorable discharge you got a black mark against 
you and it became very hard for you to get ajob. 
What's wrong with it? 
Dalton: A dishonorable discharge is really something. 
Clements: Most kids who don't want to get in on it anyway, 
they fight, so that they can get a dishonorable 
discharge just so they can get out in a short time. 
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DeLahunta: I know a kid who in the service got mixed up with a 
crew outside the Army and got into an awful lot of 
trouble. He got a dishonorable discharge and when he 
got back he couldn't get a job. He was really a 
very nice boy, and he learned from his mistake. He 's 
very honest now, but he's got that mark against him, 
and he has to work for h~s brother. 
Dalton: There 's some other kind of discharge, sort of be-
tween; it's lik e a dishonorable discharge. They 
haven't got a country, actually. They can't go or 
come. 
Inst : 
Carbo: 
' Cole: 
Dalton: 
Inst: 
You can't vote and you can't hold office. You can't 
have any position of trust. 
V¥.hat about a dishonorable discharge just because he 
stood up for something he thought was right? 
Well, it's usually something pretty bad. 
They don't give very many of them. 
••• (unintelligible) 
Some of you have seen "The Caine Mutiny 11 ? This was 
a case of insubordination, but for a very good rea-
son? 
11 Clements: Vrhat do you think of this idea about it ruining 
education? 
1 Inst: 
'I 
II 
f 
II 
' Cole: 
Inst: 
I have mixed feelings about that. In a school like 
this I think the fellows who are older, and maybe 
it's just maturity, but anyway those who have had 
two years of military service or more do better work 
in the School of Des~gn than the boys straight from 
high school. This may be an exception, but on the 
basis of studies done after World War II, veterans 
did much better work in the colleges than non-veter-
ans, tremendously better, and the veterans very often 
had wives and children and lived in Quonset huts and 
and shacks, and they consistently outperformed the 
youngsters right out of high school who hadn't had 
their education interrupted, in academic work. 
But if these people weren't getting their education 1 
~fter two years, wouldn't they have to wait the 
whole six or eight? 
No. After two years they would be allowed to go to 
college if they wanted to. Maybe just the fact that, 
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Cole: 
Inst: 
11 Cole: 
Inst: 
they were a little older would make them w~nt to get 
more out of college, if this other question were 
answered satisfactorily, if during the two year per-
iod they didn't lose their initiative or intellec-
tual curiosity without which you are wasting your 
time in any kind of educational institution. 
I don't think they could do that. People are peop le 
and they'll always be like that. I don't think any-
one can make anyone like that, Hitler tried it; and 
I don't think the military state could. I know some-
one who has been in the Navy for three years, and be-
fore he went into the service he didn't want to go to 
school, and now he does. He's going to an engineering 
college when he gets out, and he says that he really 
wants to learn something and settle down, because 
he's been here and seen some of the kids up at Brown 
and he can't understand how they can be so flip 
about their studies. 
Something you said in the first part of your state-
ment interests me very much. You said something 
about Hitler trying to make the people accept that 
attitude of the importance of the state and the loss 
of initiative on the part of the people. But how 
about that film in which Herr Buchner, the middle 
aged German, was convinced that Germany was right? 
Do you think the people who made that film would try 
to give us a distorted viewpoint of the attitude of 
the middle aged Germans? 
No, I don't think that, but I think there were quite 
a few, maybe not the jury, who felt terrible about 
the war. 
Who felt that Hitler was wrong? 
Germans, yes, that lived there at the time. Wasn't 
it in the first world war that the Germans didn't 
want to fight? 
,, 
Well, in any war a number see the futility of set-
tling disputes by force of arms, but I think it 
didn't happen very often in the German army. It was 
very highly trained and satisfied this requirement ~ 
the loss of individuality. The Germans are excel-
lent soldiers. In both world wars they did what 
they were told. It was rare that a German soldier 
disobeyed the command of a superior officer. 
DeLahunta: Don't you think that the German middle aged couple 
where Germany had lost the first world war and every 
thing was taken away from them, and they lived under 
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Cole: 
this dictatorship typ e of rule f or so long that they 
were convinced it was right? 
Maybe they were, but that's not what I was trying 
to say ••• (unintelligible ) But I don't think they 
do lose their identity. I read 11 1984 11 and it was 
about a military state, and I don't think the world 
will ever be lik e that. People always thi nk, an d 
they don't think alike and they never will; things 
will never run like a machine. They can try, but 
people in their own minds rebel, if not physically 
then mentally • 
• • • (unintelligible) 
Yes, I agree. People even when they've been tied 
down have reached out if they wanted something or 
wanted to learn something. People without books 
have gone and found them. How about when tre Germans 
burnt all the · books? People hid them so they'd have 
books. That's what I mean, curiosity like that. 
DeLahunta: So many people in Russia now don't know the value 
of democracy or freedom, that's why they don't do 
anything about it. 
Oit.eme·nts: The Germans do. 'rhe Germans are the ones who believe 
in democracy. 
Chin:--. , 
Chin.:: 
Dalton: 
vVhat is it about our society that makes us so differ-
ent from the rest of the world? We shun aggression, 
we're inclined as far as defense is concerned. What 
makes other countries, lik e in Germany, when a dic-
tator takes over ••• (unintelligible) I mean, is 
it just that we have a superiority over them, that 
we're a young nation and we've done so well? 
••• (unintellig ible) 
I think myself that the whole meaning behind this 
continuous warfare t hroughout the world is all our 
fault. We put so much emphasi s on technical educa-
tion that when a person graduates from college as 
an engineer, scientist, or elec trician, they've 
developed his mind so that he is so over-ambitious 
that he's going to search and keep searching, and 
find weapons, and weapons, and weapons. 
No, I disagree with that, because all these atomic 
things like Einstein's relativity did not develop 
for the use of weapons. 
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Chin: 
Dalton: 
No, I'm not saying that. I'm not saying that it's 
through our curiousness, and our striking, and our 
experiments that new weapons are evolved, not neces-
sarily, though maybe a new weapon may come out of it. 
Most of the European countries, Germany is an excep-
tion, they're not as highly technical. 
The Russians are not stupid, by any means. 
I'm not saying they're stupid, but they're an a-
gricultural country and we're an industrial country • .' 
They've got just as smart scientists in Russia as 
they do over here. 
True, but the majority of people I think are living 
too high. 
You have your doubts then about our educational sys-
tem, our materialistic goals, which are inculcated 
into the person as he goes through the colleges in 
our country, and especially you criticize the engin-
eers and the scientists for trying to develop weapons ' 
of destruction. But I think Kenneth is right in 
pointing out that we have no superiority in the 
development of brains and the development of weapons 
of destruction. The Germans are certainly equal as 
are the Russians. 
I meant that we put so much emphasis on education 
and ••• 
How are you going to progress? We've progressed more 
in the last fifty years ••• It's just human nature. 
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Inst: Then you wouldn ' t go along with Betsy in saying that you couldn ' t 
be changed f rom the democratic wa.y of l ife . 
Crankshaw: I withdraw my statement. 
I ns t: Did any of you read the a rticle in Harper ' s Magazine about the 
conditions i n China written by a Cat holic missionary to another 
priest. He was put out of China and wrote about t e conditions 
in China . He ' says that we ' r e kidding our selves about the possi -
bility of the Chinese having a revol uti on and throwi ng the com-
munists out. They are better satisfi ed wi th life today than before 
the communists took over . I would recommend it to all of you . It 
mi ght serve to make us thin~ a littl e more cl early about the poss i -
bility of recovering China for the democrat ic world. 
Carbo: I sn ' t the U. S . now thinking about protecting Formosa i n the event 
t hat war breaks out ? I think it ' s so silly . 
I nst: You think that t he British a r e much more sensible in t l:ceir recogni-
t ion of Communist China . 
Dal ton: Yes . 
Inst: Hov about our belief i n t he rights of man . 
Costa n: Was it right for Chiang- Kai-Shek to be so corrupt . 
Carbo : We recogni ze Argentina . The U. N. isn ' t a cl ub where you l et 
whoeve r you want in. 
Chin: I think th ...at our country ' s atti tude is what we can gain from be-
friending another country . 
I nst: You mean we ' re out to get what all we can from another country . 
Dal t on: U. S . fore i gn policy i s det ermi ned by the number of peopl e we 
have befriended in other countries . I .et 1 s be practical - if it 
comes t o wa r i t will be between two s i des . I f we can keep a 
finger i n ever-y pi e all over the world we will be bett er o f . 
Formosa is a ni ce strategic attacking poi nt into China . We don ' t 
gain t.oo much by befriending the Chi nese except this strategic 
position . Roosevelt made quit e a f ew commitments to Chiang Kai-
Shek and the U . S . is somewha t for ced to be the "big brother" and 
hel p t ... ern out . 
Ins t: You f e we are playing this game for our own s elfish int .r sts . 
Dal ton: Not neces sarily sel f i sh . I think we are j ust so s tuc - on the 
idea of democr acy . lYe know nothing about communism or a y other 
f om of e;overnment. 
Costa ... n: I agree with that. We have never really had com'llUnism. The 
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people must be sat i sfied in Russie. or they woul dn 't be putting up 
wi t h it. 1Je can ' t j ust say that democracy is the only way not 
having known any other we.y . 
Carbo: It 1 s a confl ict be t ween co:rrt.nru.ni sm and democracy. We are trying to 
push it i nto other nations and they aran ' t rea l y ready f or it yet. 
fie don ' t know what communism is. We s oul d et thos e peo e ec ide 
for themselves what kind o gove rnment they wa nt . 
Chi n: J o1n said t.2t Roosevelt made friends and commitments with Chiang 
Kai- Shek . So did he with Stalin. 
Co stan: I don 1 t believe in coddl ing them along. If we libe ra.te them and 
then j us t l et them take ·wha t -v , r kind of government they want 
that 1 s f i ne. But if they have neve r had any othe r forms of 
government how can they know which kind of government to choose . 
Carbo : They say, why did we go to war . When you ge t right down to it we 
didn 1 t j us t because vre think so m1Jch of t hose people and wanted to 
i e f or t hem. We want d to protect onr own i n terests . 
DEJmrell : ';,'it a l t i u i l i ng u _ we 1 re "'etti ng it 1 s i nevitable t at 
thare wi ll be war . History repeats itself. 
I nst: Thi has been a very in er s ti g iscussion, but we ' ve gone a little 
a f iel d of t he topic , tha t of the Linnesota hunger experi ment an 
evere frustr tion of psyc 1ol ogical v.'ants . But o ou him at 
t, _e current - oli tical situation in Zu.rope , the inability to _ o m a 
·
7uro ean coal ition or t e l ack of frie n s:1 ip between v e G rmans 
and ::Crench has anything to o wi th the exp r iences that t .. e Frenc 
and other Europeans underwent du ring ~:o rlcl War II? 
Group: Yes . 
I nst: _Iave the people of the Hni ted Sta .es ever undergone an exp rience 
l ike t i s which resul te in psyc o os i c.::t l regre s s · on. 
Da l on: Y8s . T 1e Civil 1~'ar . 
I m: t ~ It 1 ::; much more recent. 
J-roup : T 1e Depression . 
I ns : Yes. The 3pressio . so frustrated sychol ogicc.l wants , it We_s so 
severe that a good many people in my a ge gr oup now i n i mportant 
positions of -he overnment enzaoed i n determining pol icies - i s 
it pos s ible th~ t their ersonalities were so severely warped that 
it affects thei r decisions . 
Group: Yes. 
Da ton: I t 1 s interest i ne to notice that CO!Tl.I!'.uni sm also increased during 
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this period. At both times people have been hung~ and when 
they are hungr,y their main concern is being fed and turning to 
whoever or whatever will get them food. 
Carbo: They haven't progressed in China because they have always been 
starving and they have to spend all their time satisfying their 
basic wants. 
Inst: You mean they have made relatively few social contributions to 
society. 
Carbo: Well, yes. 
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The various ways in which different age groups 
react to emotions seems to interest you. 
I don't think we have those problems. We're becom-
ing adults. You take the average adult and he doem't 
go around crying, and after a while it shows on old 
people, it's kind of put into their character. They 
can't conceal it, like their bodies, their old 
wrinkled faces. 
Don't you think that in a baby or in an older person 
they are much more susceptible to emotion, because 
they have less power to do anything about the situa-
tions they've gotten themselves into. It's people 
like us, at our age, that are the doers. A baby and 
an elderly person just have to sit there and take it 
and they probably mirror it more because they have 
ho : way of relieving that tension they get. 
~aybe in a baby, they don't know any better because 
they haven't lived through life and they don't know 
what 's to be expected; and when you're older, you 
know what's to be expected, so you have the two con-
trasts of not knowing anything and knowing too much. 
Babies' emotions are more primitive, and they're 
bound to show more. You can see a child crying and 
you could think it was the most awful thing in the 
world--their display. They relate an emotion to us . 
And you see an older person with deep suffering eyes 
or with very happy eyes, and they display. 
I think any individual does. You can take any 
person set apart from the group and you can tell 
about their personality. I think just fr om your 
facial expression you show your personality and 
everything. 
But that ' s the only way a baby has to express himse~. 
When we all went to see the pictures, did any of yoJ. 
notice the expressions on the people's fa ces who we~ 
walking around looking at the pictures? I think it 
was more our age group that showed more expression 
in their faces. I was looking at the older pe ople am 
they just looked at it and no expression whatsoever 
came into their faces, while the people our age 
look at it and lean over and say something to the 
group or the person next to them , and maybe smile 
or they look sad. I noticed that when we were walkirg 
t hrough, the older people just sort of take it in. 
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Well, don't you think it's because we were from an 
art school and we could learn to appreciate some-
thing like that. 
But I don't mean the kids from the art school. I 
mean the kids from outside. I don't think there were 
more than two or three kids from the School of De-
sign. I mean the kids our age. 
Don't you think it could be too that these people 
are pretty worldly, and they've experienced many of 
these emotions. But to us, we're just at the learn-
ing age, and we're just becoming aware of all this. 
I followed a gang of little kids. It was the cutest ' 
thing. There were about four Chinese girls, a couple 
of negror· boys, a Portuguese, and lots of white kids, 
evidently some .kind of school or social group; and 
they were taking them through and they were running 
around, having a great time, just looking at the 
pictures more or less individually. Of course, kids 
that age don't understand and can't see what's be-
hind it, so they wouldn't be very good judges of how 
the exhibit works. But the older people I saw I 
think for the most part weren't completely stoic and 
weren't unemotional over it. The people I saw were 
just about as taken with it as they could be. They 
didn't laugh at each one or smile at each one maybe, 
but ••• 
They held their emotions inside, while the kids our 
age showed their emotions on their faces. 
I think it was a different type of emotion. It was 
not a smile for each picture, maybe just kind of a 
knowing look on their faces, a complacent look, but 
afterwards we went upstairs--they have a penthouse 
for the members--and we were talking with some of the 
older people and they were all so impressed by it. 
They were walking around with these deep serious ex-
pressions. Most of the ki ds my age ran out to the 
theatre or somewhere, and t hese people thought it 
over a lot more. 
I don't think these people were a very well rounded 
group, because they belonged to the organization. 
But there were lots of outsiders there like me; in 
fact most of them were. 
In the first place t he people who would go to see 
I 
I' I 
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this exhibit particul arly--that narrows it down quite 
a bit, doesn't it? And then the people that belong 
to that organization, I think that narrows it down 
to more or less a type. 
They're a selected group and they're interested in 
art? 
Yes, I think it's how the individual reacts. 
As are we, and who could be more interested in art, 
and we ran out to the t heatre and everything else. 
••• (unintelligible) 
You're taking just a certain type person. You can't 
take the whole group, say all those people who are 
going to talk about it and think about it. That's 
only a certain minority that is going to do that. 
Maybe a lot of us thought about it deeply also. But 
maybe some of our friends didn't; it's all depends 
on the individual. 
But isn't it a certain group that would go to see 
the pictures? 
They may go see it just because they've heard about 
it and that it's good. Actually they may have no 
particular interest in it. 
They must have a certain interest in it. You hear 
a movie is good, but you may not go. 
Not every person is going to go. Somebody's got to 
be interested in it a little bit. 
Personally I don't see how anybody could go and see 
it and not come out moved by it. 
Well, that's it, but I think it would affect each 
individual differently. Everyone said it was won-
derful, and I thought it was going to be super-col-
ossal, I had overbuilt it in my mind; and I thought 
it was very good; but I haven't seen many exhibits 
and I don't know if it was the best exhibit of the 
century. 
Again it all returns to that part we had on percep-
tion some weeks ago where what you see is determined 
by and analyzed by your experience. An older person 
who had maybe experienced hunger in a concentration 
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camp would be affected differently by this exhibit. I 
But then I think there were enough pictures on enough 
cultures and views of life and different events that 
one of those pictures had to hit home. 
I'm saying that it probably hit home in a different 
way. 
Yes, that's what I mean. 
Yes, there was enough stuff there to affect every-
body. In fact my little sister probably would have 
been affected too. 
That's right. I should think that each person that 
would see it would have a completely different view 
on it, depending on their emotions. 
Would we say that the younger children that saw it 
didn't seem to be so expressive in their emotions? 
I don't know. I saw a group in there, and they 
seemed too young to understand. They'd just run 
around, and it was just as if they had the day off. 
I know they had to be quieted down quite a bit and 
told to look at this, and they'd maybe glance at it 
and run off. They were noisy, and I could hear 11 Shh11 
going on all the time they were in there. Maybe a 
couple of them were really interested, but most ••• 1 
It would have been interesting to send them through 
one at a time without anybody with them, to see which 
ones they stopped at. 
That's probably typical though, because I can remem-
ber even in high school if you ever got a day to go 
somewhere that was like a red letter day; and it 
always got off to a bad start, because even before 
you began you started to live it up. 
They'd never let you go alone because you'd never 
show up there. I was sort of surprised at the 
number of kids that did show up in New York. Every-
body went. I 
There's a difference. We're in college now. None of 
us really realize that it's changed us. But when 
you think about it, we really have. 
Perhaps to the group of children that Carol saw the 
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pictures didn't hold much meaning for them, because 
they weren't familiar with the situation. Lots of 
them can't comprehend exactly what's being put acros~ 
You show a third or forth grader a picture of a 
woman beside a grave and it doesn't mean half as much 
to him as it would if his mother and father had been 
killed. It can't mean the same to me as it would to 
my mother sitting beside her father's grave. 
But we perhaps haven't experienced those things, but 
we know of them, and we know the grief that's behind 
them, whereas they just have no realization. 
I don't agree. If you think back to when you were 
a child, I don't think we were that oblivious to the 
world around us. 
I think little kids are pretty ego-centric. 
I think it's easy to look back and say these stupid, 
naive high school children, but when you were there, 
it was really vivid and live to you 
I'm talking about further back than high school. 
That's what I mean. It's the same thing. When you 
looked back into grade school when you got into high 
school, you said these stupid grade schoolers. 
I'm not saying they're stupid or anything else. I'm 
thinking in terms of the junior high student. When 
you think about the problems you had then, and then 
think about the thin~you're aware of now. I think 
my biggest problem in grade school was whether I'd 
be picked for Jane's team for basketball etc. and 
my probi ems more or less centred around me and what 
people think of me and outsmarting my brothers and 
sisters. These were the greatest problems in the 
world to me. 
Well, we had Current Events all through grade school. 
Did you worry about it? 
••• (unintelligible) 
At that a ge I don't think a child is that interested. 
Unless the child is qu ite intellectual, he doesn't 
think about anyth ing but going out to play. You II 
think about t h ose things in school but you don't 
outside. 
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My sister is in the eigth grade and all she thinks 
about is clothes and social events. 
Take this example of a little child looking at a 
picture of a woman kneeling by a grave. This child 
would probably understand that that's a woman and 
that's a grave and that somebody died, but she would 
not have the facility to project in herself the 
woman's feelings like we have, and an even older per-
son has. Haven't you seen something sometime, and 
you can really sympathize with that person? 
But we were saying that everyone interprets it in 
his own way, so why not give the child the right to 
interpret it in his way? 
But they don't understand. 
I think they do. 
They don't take the time to understand. As Steve 
said, maybe if they had gone in one at a time they 
could have understood better, but with all that hors-
ing around, they didn't particularly care about the 
pictures. 
But my l i ttle sister will sit in front of Davy Crock-
ett and ~ry and cry • 
• (unintelligible) 
The little kid's grandmother dies, and he goes to the 
funeral, but he doesn't know what's going on. 
If then he's very young. But if your mother dies 
when you're in the eighth grade, do you mean to tell 
me you wouldn't cry? 
Of course, you would. You'd cry if you were nine or 
ten, too. You'd cry even if you were younger. But 
it's different sitting in front of a picture and 
realizing someone's dead from just having your own 
mother die. The way you're talking you're expecting 
. . . 
I still say that children experience emotions and 
they would get something out of the picture, but it 
would be in their own way. 
But also that isn't exactly what we're discussing. 
We're discussing whether they're going to get any-
thing out of the pictures going in a group or 
whether they get _!Tlore go_~ng by themselves. 
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They might think something's funny, but I think that's 
all they'll really see. 
Or maybe if the teacher points out something to them 
and she can get their attention long enough to make 
them think it out, then they might pay attention; 
but I think when they're more or less on their own in 
a group they're not going to pay any attention be-
cause they're too anxious to get out of there and do 
something else. 
Look at the kids that come to the museum here to be 
taken on a tour. They're chattering with one another 
and they're interested not at all in what that lady 
has to say. 
That's what I mean. They're off to a bad start be-
cause they're there on a field day to have a good 
time, and if that feeling was taken away, then they 
would probably accomplish ten times as much. 
There was a girl in the fifth grade with me and her• 
mother had died and she was living with her father 
and he got pneumonia and he died. She didn't come to 
school one day and I went down to see her, and her 
father had died and I didn't realized it, and there 
she was out jumping rope, laughing and joking. I 
asked her where her father was because I usually 
talked with him, and she said, "Oh, he's dead." I 
couldn't understand it, because my father was dead, 
and I really missed him. I just sat and wanted to 
cry, but she didn't; she was jumping rope. 
How old was she? 
Eleven, I guess. 
Why do you remember it? Because it's an exception, 
and it stuck in your mind. 
No, because the experience happened to her, and she 
looking objectively at somebody else can now realize 
it. 
Well, she was eleven, and she felt emotion. 
But she had it already. 
••• (unintelligible) 
If I knew my mother as I Itn ow my mother, I'd 
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certainly feel more emotion if my mother died than 
.•• I mean, I never knew my father. But I missed 
him because kids used to talk about their fathers. 
I just couldn't talk, because there wasn't anything 
there. I knew her father and I liked him, and I 
always went over there to talk to him, while she was 
always horsing around. She just took things for 
granted. I wanted to cry because her,- father died, 
but she didn't. 
I think today's kids have a greater opportunity to 
experience these emotions vicariously by television 
and comic books and what have you. There are lots 
of different ways these kids see these emotions, 
but I still don't think they have the capacity to 
project themselves into situations. And when you put 
a kid in front of a picture in a museum, he'll get 
just so much out of it. If it's a picture of a lit-
tle boy and a little girl playing marbles or jacks 
on the sidewalk, this means one thing to them, but 
when it comes to something that he hasn't yet ex-
perienced, he'll see it and tell you what's going on, 
he can tell you the lady's happy or unhappy, but I 
don't think it means much to him. 
The same to you. You see these people and the look 
in their faces when they're $ap~ing t o death. 
You're not going to tell me that you've experienced 
this, because you've never starved to death. 
But you know what people are going through whether 1, 
you've experienced it or not. But a little kid 
doesn't know. 
You · can take a kid in Europe who's almost starved 
to death. 
Oh, granted that they will experience more emotion 
than we will. 
But when you saw those pictures after the war had 
ended of kids who were just about skin and bones, 
and your mother would show you pictures like that 
and say, "Now you can see why I ask you to eat all 
your food. 11 I can remember that I felt emotional 
about pictures like that because I was sorry for 
them because I knew I was getting the proper food, 
and that they were suffering and I wasn't. 
See this picture? If a little kid saw that, he'd 
say he saw a picture of a lady eating something, 
and if yo1:1 ask us wh~t J{e see,_ we-= s~e __ a pi_2._t~re of a 
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hungry, emaciated, kind of haunted person who has 
a look of suffering in her eyes, and that's what it 
means to us and we get that much more out of it. 
Now you show it to someone wh o has maybe been starv-
ing, and he sees something else, and he can almost 
feel the emotion, but the thing is that we get that 
much more out of it than a child would, and some-
body else gets more out of it than we might. 
I still think the child is getting something out of 
it. 
He's getting something out of it, yes, but it's 
something completely different, and he's not getting 
as much. 
I don'tthink a child would associate this picture 
with this picture here. 
How do you know that I do? 
Let's say that you're a fairly intelligent person 
going to an exhibit. Let's say you see one picture 
next to another picture. This one and this one are 
side by side. I think you can see a relationship. 
I think they'll see a p icture of a lady and then a 
picture of a little boy, and that's all. 
You can't tell how a little child's mind works. 
••• (unintelligible) 
My brother's eleven, and I brought the book home, 
and he went at it; but when he got half way through 
he put the thing down. 
My brother's twelve and he looked at the book, and 
he said, "So what, so it's a bunch of pictures," 
or "Some of the pictures are nice, others I don't 
like." He could~ 1 t see a story in them. 
My brother too. He'd say, "I like this picture and 
I don't like that one." 
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I think the way the design courses are presented to 
us is very good. They may not seem so interesting 
at times because you can't get any satisfaction from 
the instructors, but it gives us a chance to use our 
own heads, and after all t hat's what we're on the 
earth for. 
While maybe frustrating to you at the time because 
the instructors f ail to tell you whether you've 
solved the problem or not, i t does give you an op-
portunity to develop your own critical abilities. 
The way high school courses were conducted--they 
give you an assignment, tell you to do page 3, ex-
ample 4 or 5, and you come in and find out if it's 
right or wrong. Nothing in between. You either get 
it right or get it wrong. That means there's no 
actual thinking on your part. What you get here is 
directly opposite. You do it the way you want to do 
it. 
That might be true, but in t he first days when you 
come here I think it's an awful big jump from high 
school. The first two or three weeks you're lost; 
you don't know ever if you're coming or going. 
Do you feel that you're not lost now? 
I think it's worth coming here so far, even if I 
flunked everything at the mid-year, I think t he 
first term is worth it. You learn a whole lot. 
Well, don't you think that a complete change, a com-
plete jump is necessary in order to get you going? 
After all, a period of feeling lost is going to occur 
whenever you change so directly instead of gradually 
but I think it's pretty good. 
The contrast between instruction in high school and 
the School of Design is very marked and you feel that 
it's best to do it like jumping into the water in a 
pool--you want to do it all at once, while some 
would like just to stick a big toe in at first. 
Yes, even if it's just for the first two or three 
weeks. I think it's very hard here, especially a 
course like 3 D; in high school we never had any-
thing like that, and I don't think anyone else did 
either, like this folding paper. You're really lost. 
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You think it's mean on the part of the instructors 
to just throw you on your own? 
It seemed that way at first, but when you look back 
on it, you're rather glad that they did. 
In retrospect you're glad that they used that method. 
Yes, because it teaches you to figure things out for 
yourself. If they started out slowly, you'd keep 
depending on your teachers, and then as they gradu-
ally let you figure things out for yourself, after 
a while you probably wouldn't be able to. You'd 
keep depending on the teacher. 
I think it's good to figure out the problems your-
self but I think they should teach you something. 
For instance, when I first came for an interview, 
I mentioned that I hadn't had much art, and I believe 
it was Mr. Dunn, he said it wasn't necessary to have 
art to come here. I just can't see that, because if 
I hadn't had the little bit that I did have, I cer-
tainly couldn't have gone this far. 
Well, I didn't have any art at all. I had a course 
in high school that was very poor. But it's not 
talent or what you know, it's just hard work, con-
centrating, and thinking. You really have to think. 
I think you learn more from the other students than 
the teachers ••• (unintelligible) You learn from 
your own mistakes and everyone else's mistakes. 
Even in the design world everybody copies from 
everybody else. 
I think it's good in a way too because we don't have 
much time to work on these things. For instance, 
this 2D problem we're doing we could actually spend 
a year on it. But it's good that they have a time 
schedule, because when you get out you're going to 
be pushed for time. They'll be behind you telling 
you to get this thing done and that thing done • 
• • • (unintelligible) 
I think we'll be expected to perform a lot faster 
when we get out of school. I don't know about next 
year, next semester even, they'll probably pick up 
even faster. But I know myself I have considerable 
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free time that I think should be used for studying. 
You're not pushed to your limit now. 
I think we should. 
I don't think so. You're not going to be pushed 
when you get out of here so you shouldn't be pushed 
here. 
You're not going to be pushed when you get out? 
No, you can sit down and go to sleep if you want to. 
In order to keep a job you've got to work in the art 
field. 
There's nothing making you get a job. 
How can you support yourself ? 
You only have to work two or three days a week to 
support yourself. 
Well, suppose you take on free lance work and you 
get a job from a book company to illustrate a book 
jacket, they have strict demands. Suppose you send 
in your first proof, and they'll send it back and 
say we want this two days from the day you got it. 
There's nothing that's making you work. It's your 
own choice. 
All right, but a lot of people want to get married 
and raise children and have their own home and that 
takes a lot of money and it takes a lot of hard work. 
Not just sitting around. 
It's your own decision that makes you though. 
That's right. It's what you want, what you want to 
get out of life • 
• • • {unintelligible) 
Well, if you keep pushing a student so that he has 
to stay up late and he gets more and more tired and 
his work gets poor ••• 
Marjorie doesn't feel that she's pushed enough and 
Ann feels that she's pushed into the ground. 
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••• (unintelligible) 
There's always some people who want to do something 
extra too, and get much more than they really want • 
• • • (unintelligible) Some people are never s~sfied 
with what they've done. Maybe Marjorie gets things 
done much faster. 
Some people just work faster • 
• • • (unintelligib~ I think getting away from it, 
going out for sports, relaxing is good. You need a 
change. 
But so many people got used to this--especially in 
the first few weeks we were here. We didn't have 
too much to do. Well, it was a sharp change for us 
and we had to get adjusted to it, but I know lots 
of times kids didn't have anything to do so they'd 
go out. They got used to taking two hour breaks 
every night, and now they still think it's right to 
take two hour breaks every night, and then they com-
plain that they don't have any time to do their work. 
They think it's getting harder and harder, and they 
are always swearing at the instructors because they 
don't like the work that they spent only fifteen 
minutes on the night before. Well, I really think 
they should give us more work. 
Maybe you work faster than others, and maybe you 
understand the work a little better etc. 
A great many people spend hours on their assignment 
and they take them in and the instructor doesn't 
like them. 
I think the instructors take into consideration also 
the students who live locally in Providence or out-
lying districts who may have part time jobs which 
take up a lot of their time. They have to take into 
consideration that a person living in a dorm or an 
apartment has all that other time to do something. 
Well, what do you consider of first important, col-
lege or the job? 
Well, you've got to have the job in order to pay 
for college. 
If you don't have the money, you can't go to school. 
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••• (uhintelligible) 
I know one thing. During Christmas vacation, two 
weeks, there was nothing to do. When we got back 
we just couldn't seem to get down to business. 
I know. Two weeks is just a little bit too long. 
And by the time you get down to it, things have 
piled up to your neck. 
Even if you do have a lot of work to do or to catch 
up on, you don't do it, or you do very little. You 
say this is the time I'm going to relax and not many 
people do anything. 
I found myself behind on things, and I said I 111 
catch up on Christmas vacation. But when vacation 
came, one day went by, then two days went by, and 
pretty soon I was back in school again, and I didn't 
get anything done. But as soon as I got back to 
school, I started to do it. 
There was no compulsion to do any work during vaca-
tion even though you thought you were going to do it. 
I have all the free time during vacation and I don't 
work, but when I get back to school I stay up till 
two o'clock in the morning doing it • 
• • • (unintelligible) 
I don't think you should do any work. It's a vaca-
tion. 
You can't enjoy the vacation knowing you have all 
that work to do. 
But what do we get? Two weeks a year. 
••• (unintelligible) 
You generally don't have any homework when you have 
a job. 
Well, you can still get out of doing the homework 
when you have a vacation in school ••• (unintellig-
ible) 
It's just as hard getting back into the swing of 
any job. 
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I get the feeling about having to do something. 
Someone says this has got to be done and it's got 
to be done by then. I 1 d much rather have them say 
just do it. I like to do the work. It's something 
psychologica.l. If somebody says it's got to be done 
I naturally resent it a little bit. 
Do you think the majority of people would slack off 
or keep the same pace as if they were told to do it? 
I think the majority of people would go at the same 
pace. Many wouldn't, but most of them would because 
the majority of people in this school are very in-
terested in art. It's up to them to do it anyway 
and if they don't it's their own fault. 
But they might be tempted to work on the subject 
that they prefer. 
Our whole civilization is based on time. You're 
going to have to have deadlines in just about any 
field you go into. Why not be prepared? 
Well, do you get that here? Having to meet dead-
lines for illustrations and things? 
Yes, in the courses throughout the school you have 
deadlines for the submission of your problems, and 
you'll find that some of the instructors will refuse 
to accept your problem if you don't turn it in on 
time. 
There should be a gradual transition from college 
to after you get out, I mean to build you up in 
college to how it will be when you get out. 
Yes, but you think that there's a difference between 
the problem deadlines and the difference in instruc-
tion between high school and college, or do you see 
any similarity between being thrown on your own in 
college and these problem deadlines that you're go-
ing to face when you get outside? 
Well, I think if you have a gradual break from col-
lege to outside life, why not have a gradual break 
from high school to college? 
You think it's inconsistent for the instruction to 
be so drastically changed and for you not to have 
your problems turned in to a deadline in your fresh-
man year right at the beginning. 
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Foster: I think you should have deadlines. You have to get 
the thing done. It's simple production. Sometimes 
it is. Also, you have a brilliant idea, and you 
want to develop it and the class is a couple of 
hours away and you can't do much about it when you 
feel you could have done a lot more • 
• • • (unintelligible) 
Dutton: Well, if you only have to worry about the deadlines 
after four years, I'm sure you can work faster. 
We've only been here about four months. 
Douglas: I don't know--I think maybe you learn more by having 
to rush and meet a deadline than by just taking your 
time. 
Ei ch inger: You'd go just as fast. 
Inst: You feel you would work just as fast even though 
there were no specific deadline by which you had to 
h ave the work done? 
Douglas: At this stage of the game I don't think so. Maybe 
next year or later on, when you realize the import-
ance of it. 
Dutton: If you don't have a deadline, don't you kind of put 
it off? 
Foster: I can do a better job without a deadline. 
Dutton: Why, because you like to do it more, is that it? 
You don't like to do it with a deadline. 
Foster: 1r hat's right. 
Douglas: How about something that you're not very fond of? 
••• (unintelligible) 
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Foster: Different nati onalit ies are incl uded in the church but the negroes 
have their own church to wh ich t hey go . 
Foss: I don ' t think tha v they aren ' t allowed i n but that they would j ust 
rat e r be with people of their own kind. Even myself - I' m very 
opposed to segregation but I found in myself that I treat ed t em 
over courteously . 
Forte : . vibat do you mean by over courteously. 
Foss: Well , if a white friend asked me to do something I' d just do it but 
if a negro friend asked me I'd feel that I'd go out of my way . 
j'fuen I' m t alking to a negro I'm aware it's a negro. 
Epstein: I think that depends upon the indivi ual - I know i n our high 
school it was overcome . Our school is so unbiased. We used to 
go to classes with them, we ' d go to New York with them, we ' d eat 
with t hem, it was just second nature. 
Foster: I thi nk you do have that feeling . Last year where I went to school 
I got to know two negroes real well. 
For te: In our home town t here a re no negroes and I feel that I' m missing 
something . I' d like to know what it's like to know t em and I j us t 
don ' t know them. 
Fuller: I think that you can ' t help being over polite to them because you 
want to help them and show them that you want t o accept them. 
Foss: As Frank says, once you get to know them it's easier. 
The author says , "And I knew that the South was once the home of 
slavery , but that now all men were free. " They still aren't free 
in the South. They can't sit in certain sections of the bus. 
Tal madge f eels ve ry strongly about segregation. He just says that 
it 'll never work . 
Epstein: What he is trying to get across I think is that t hey are freer 
than they were 100 years ago but I t hink it'll take quite a while 
before they'r~ really free . 
Foss: If segregation is accept ed as something t hat is no longe'r going to 
be, where do you think it should start? Shoul d it start in a separ-
ate s ection of town and work on or start everywhere the same at once. 
Epstein: I think it is easier to start in a small section and I think that 
down south that ' s what t hey have done . 
1 Forte: Georgia is absolutely flat a gainst it . 
Foss: Don ' t you think it ' rnore Tallr.aclge than it is Georgia? 
Fuller: I disagree . I don 1 t t 1i nk they shoul start in one place. If they 
• 
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put it in one coml'!Juni ty a n not another the one t own will f eel 
why do they have it when the other t own doesn 't. 
I t ' s the parents that are opposed t o it more than the children 
but the children P"e t it f rom them . 'Why not start in the grammar 
school. Those t hat are the grammar school age now, by the time 
they get to high school it will have begun to disappear. When 
this generation now gets t o be parents they 'll probably tr,r to 
put the idea i..n their children 1 s heads. But with small children 
t hey notice the different color of t he ski n perhaps but that 's 
only unl ess someone teaches th_em . 
Dougl as: How can any s tate or institution go against the Constitution by 
keepi ng segregation·? 
, Foss: 11 Governor Byrnes justified seg r egation to me on the ground of 
' natu r al orders.'" 11 I asked the governor about the U. S. Army posts 
i n the South, whe re no segregation was permitted. How could such 
practice be tolerated by a state whose own practices were diametri-
cally opposed? ·He replied that if these were the policies of .the 
Army , there was nothing more to be said; but the Army woul d be ex-
pected to respect the segregation policies of the state when it went 
off t he post. In this reply one sees clearly the final yielding of 
the South: t he state will not ultimately oppose the United States . 11 
As far as the south feel about segregation they were under the 
opinion that if segregation was wrong t he place to stop it is in 
II 
II 
I 
the f irst grade rather than in the high schools and colleges. 
Governor Talmadge feels su re that desegregation would not be accepted 
by the south and that enforcing it could lead to war between the 
states. Georgia might even sacrifice their public schools in order 
to r-esist it • 
. Fuller: I don ' t know . I don't think that everyone i n Georgia feels that 
way . 
1 Foss: He 1 s going out in November or s orne time. I don 1 t know who 1 s comi ng 
in . He said he had no idea what the next Governor would have to say 
about i t . 
I 
1 Douglas: What right does he have to say who ' s goi ng to keep segregation. 
You think that all the states a re going to revolt just because 
Georgia wants to. I 
'I 
I 
Foss: They wouldn ' t revolt - it's just fantastic. As far as I can see 
Talmadge hasn 't a leg to stand on. I t went through the Supreme 
Court and it ' s a law now. 
Forte : Yes, but no law is perfect. 
Fuller: If Georgia had all private school s they ' d ge t no aid. The parents 
just haven't money enough to send their children to s chool. 
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Epstein: You could just have the public school and if the whites wanted to 
go to them with the negroes there they could. Otherwise they'd 
have to go to private schools. 
Dougl as: Do you figure that when that l av.- was passed it was a big jolt to 
the south. 
Foss : I stick to the opl nlon that God made the negroes just as he made us 
and there ore we aren't any better. On Page 60 it says that the 
Governor of South Carolina's closing words were , "We must earnestly 
pray that Almighty God will give to those who lead us the wisdom to 
know what is right and the courage to do the right. 11 In another 
place here it said that segregation is no longer a social problem, 
it is a political problem. Should we allow ever,y section of the 
nation to say to themselves is this right or wrong. A state can say 
we ' re going this way but a state is made up of individuals and sooner 
or later the tension is going to mount and is goi ng to come out. 
The souther ner knows the negro problem whereas the north is not so 
familiar with it. 
Foster: Do y ou think the negroes 1 education has anything to do with it. 
Down there they s eem to be a low class and therefore they look 
down on them while the negroes up here are a higher class. 
Forte: My cousin teaches high school in Philadelphia and he says that there 
the negroes are just as s:rnart. 
Foss: The ones that do have the same opportunity are as intelligent . 
Dutton: There 's a book written about a boy who dici..'1 1 t know he was negro 
and was accepted by the other people. Then someone found out he 
was a negro and after that people dicl..n ' t accept hi m. 
Foster : People just won 't hire them because they're negroes. It's hard 
for the negro most anyplace to get a job. 
Forte: Socially the negro is not accepted. That ' s wby all the races are 
apt to group together and live in one section of town. 
Foster: They ' re accepted in certain ways. 
Fuller: In our town the Italians all live in one section of town and there 
is a definite feeling of separation between the two sides of town. 
The people talk about "those on the other side of the tracks. " 
Douglas: Do you think they feel different? 
Fuller: I'm not saying they are different from me . It's the older people 
that feel that way because they ' re examples of it. They just 
don't accept the people . 
Durfee: Couldn ' t it be hat when the Italians first came to your town they 
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saw that other I tal ians were l iving i n one certain pl ace and they 
j ust naturally wanted to live i n that section . 
Forte : Something rrmst have given them the feeling . 
Foster: Did you ever consider tha t they just naturally want to be with 
their own kind - it i sn't perhaps that they feel different . 
Full er: It' s a feeling of s tandard. There is a f eel ing. I t is a f eeling 
o.f difference . 
1 Foster: Do t hey speak Italian? 
Fuller: No. Most of them speak English . 
Elwell: We can ' t understand as easil y about s egrega tion up here because 
everything is mixed up. 
Forte: I n Europe there is very little segrega~ion between the negroes and 
the whites . 
Foss: You see mi xed ma rriages he r e i n the north. 
Durf ee : I can't see mixed marriages . 
Forte: Either can the south . In fact , arw inter-racial marriages are not 
accepted . 
-"ichi nger: I n about Soo years there shoul d be no difference the races will 
be s o mixed by then . 
Elwell: Segregation would have to dissol ve fi r s t before that could happen . 
Foss : Down i n Washington negroes have been persecuted s o much that some of 
them aren ' t even speaking to the white peopl e . In this article it 
says , "Not everything in a shi ngton i s wonderful. I was taken to 
see the slums; I was not nmch shocked, having seen those of my own 
country, but I noted that Washingtonians were very rrmch ashamed of 
them ." It reall y is terrible down there in the slum sections . 
Farrel l: Just go into New York City and within a f ew minutes ' wal k you 
can go from the very beautiful sections right into the slums . 
Foss: The town next t o us there are negroes and they live just the same 
as t he whites do. 
Farrell: 
'pstein: 
There are several places in the north where negroes or Ital ians 
aren't allowed t o own houses. 
I n this town that I know of i f a. negro dares to come to t hat town 
t o live t hey go to a privat e school. .I 
F s: The high school I went to a negro boy was class president . And they 
didn ' t elect him j ust to show that they weren 't pre j udiced . They 
really liked the boy and felt that he deserved the honor . 
Farrell: There 1 s a town near us where the re are no neg roes i n the town. 
They are still s hunne d upon and t he only few there are are 
servants in some of the houses . 
Forte : You described Belmont - no negroes. 
Foss: I t j ust goes to show - people with money and a little prejudice 
what t hey can do . 
Foster: You just look at the Puerto Ricans. They' re not accepted here 
becau se they are not educated . I think that in several years 
you ' ll have the same s ituat i on'wi th the Puerto Ricans as the 
negroes. 
oss : I t ink co or is a great factor in acceptance . 
Forte : I think in New ore the Puerto icans aren ' t accepted as American 
citizens even t hough t 1ey are. A nee;ro is a lways tho,J.ght f a s a 
neg ro first '· an American citizen seconr • 
Fos s : I think the only ill f eel ing toward Puerto Ricans i s that there are 
a l ot of hoodlums in the section w ere t hey are. 
Franklin: Our Student Counci had a negro president . Yre were trying to 
set up an honor syst em and we heard of this school i n rew Yor 
w ,ich was very well-to- do ·which had t 1is kind of system. '!re 
went down t o ee them and they were slloc ed when we introduced 
our presi dent. This boy is so well-liked . He was voted in 
becaus e we really felt he coul do the j ob . But this school in 
a well-to-do section C01Jl cLn 1 t ge t over it . 
Foss: My home town - S amforcl. - it 1 s a l a rge indus trial town and you get 
a pretty good cross section. You fin a more tolerant a ti u e 
there . 
I nst: I t 1in - -ou have done an ex:cell en j ob. You picked a very good 
s ub j ect. Social scienti sts and Americans in general fe el that 
this is one of the most i_rn ort ant problems fac -· ng America . 
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Pran k :. would3. like to have some discussion on 
p s y chos omatics. This subject interests you, Frank? 
I don't know e nou gh about it. 
You don't know enough about it to ask questions? 
I can't get it rolling. 
Wasn't Chap ter V about drives and appetites? Vv'ell, 
didn't it include the physiological drives, and in 
the lecture you gave food, water, rest, and you in-
cluded sex as one, but that's not included in the 
book. Doesn't the author think that's one of them? 
We ll, t here's a diff erence of opinion, I think I 
p ointed it out in t h e lecture, among psychologists 
whether sex is to be cons i dered a drive or a 
p sycholog ical want. Apparently since he 
e x cludes sex from the physiolog ical drives con-
siders it an appe tite. I think he discusses it 
under a ppetites. 
Well, it says that the main difference between 
biolog ical drives and emotional needs and other 
drives is t hat they have to be satisfied in order 
to live. When they classify sex in t hat category, 
I was wondering, I don't see how a person could 
live wi thout sex. 
You doubt that a person could live without satis-
fying the sex drive. 
I think a person can live ••• (unintelligible) 
But wouldn't they get to the point where their 
lives would be a little blank? 
But they'd be living. They actually wouldn't be 
dead. 
But wouldn't your tissues be decaying if' you didn't 
get satisfaction? 
I think you can live without your sexual needs 
being satisfied. But what do you consider a sex-
ual need? I mean, what is the drive? 
I don't think it's as serious as all that. A per-
son may be unhappy, but he can live. 
Well, isn't it true that, I won't say that sex is 
Foster: 
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Foster: 
••• (unintelligible), but so much vice develops 
around sex . 
• • • (unintelligible) 
I think the two basic desires are to eat and to 
reproduce, and of course you can't go wi thout eat-
ing. There's an experiment in here somewhere where 
some people were on a semi-starvation diet for a 
period of about two months and when they returned 
to normal lives lots of them, their lives were 
dominated by food, became a gricultural engineers 
and things like that. I wonder if the same thing 
would happen if a p erson were denied sex. 
They were completely denied food. It says here in 
the book if you are completely denied food, you 
lose the ••• 
Oh, no. They had the same thing every day for 
about three weeks. But there are people in the 
ministry and monks and peop le like that who don't 
have the sexual exp erience we have and who yet are 
perfectly sane. They are perfectly normal and help 
humanity in a normal way, and I think they place 
something else as their goal . They've acquired a 
different appetite through their worship and their 
religion and they don't need this basic drive. 
It's the same with most priests. 
That's right. So I think it can be substituted. 
It's according to the individual. I don't think 
anybody could help a person. I think it's just up 
to the individual, and what he wants to place first. 
Marjorie seems to offer an argument against sex 
being considered a basic drive by the fact t hat some 
groups, as she pointed out, monks, have no sexual 
experience and yet seem to be normal and make sig-
nificant contributions to society . If it were a 
basic physiological drive, paraphrasing Marjorie, 
t h is could not happen, because unless the physiolog-
icai drives are satisfied, is it p ossible for life 
to continue? 
I think probably sex is two things, an emotional 
lift and a physiological drive. The emotional 
lift can be rep laced by maybe drinking or driving 
fast or something like that. But I don't see how 
a basic drive can be rep laced by someth ing else , 
an~ore than eating can be replaced by sitting in 
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the sun. 
Well, that's the thing to establish. Is it a 
basic drive or just an a ppetite? 
Well , in the book it's a drive, isn't it? 
According to the book, it's an a ppetite, but accor~ 
ing to :Mr. Deignan 1 s lecture it 1 s a drive. 
With a question mark. 
Ye s, with a question mark. 
The criterion that Marjorie used however is pretty 
good, isn't it? If you're going to limit the 
physiological drives very strictly on t he basis of 
the continuance of the organism, then you're bound 
to say that sex is not a basic physiological drive. 
But what about t h at Indian, Mahatma Ghandi, who 
used to fast for 60 days or so, and h e was perfectly 
sane, perfectly normal, and a pparently he made 
great contributions too to society ••• (unin telli-
g ible) 
Well, they occupy themselves with things above. 
f hey're perfectly satisfied and happy. Otherwise 
they wouldn't stay in themlnistry or p riesthood so 
long. And so t h ey've p laced someth ing above t h at 
drive. They don't consider it a drive. It 1 s some-
thing they don't l~ve to participate in. 
Well, it's t h e same way wi th Ghandi. It's some-
t h ing in h is blood, something he has to do. 
Well, therefore I don't think it's a physiolog ical 
drive, because many many p eop le are happy without 
it, and certainly we're ali k e basically, so I think 
if it's in one of us, it's got to be in all of us. 
Do you think you necessarily have to join the 
clergy to g et away from it? 
No, certainly not. It's up to t he individual. If 
he wants to put something else above it and thinks 
he can get along without it, then it's up to him. 
I do think however with arll t hi s talk about sex 
and the opposite sex, you'll be more inclined to 
go to that, but if t h ere's talk of the other way 
then you think about it and you're inclined not 
to participate. Not so much, at any rate. 
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Do you feel that sex is a social need and that 
it's stimulated by mixed company, and that monks 
for example who live in societies of only one sex 
lose this social stimulation wh ich you consider is 
an important aspect of this sex drive? 
Yes, I think the influence of mixed society is a 
strong one, but the overall feeling among monks 
and nuns is not toward sex, so therefore they don't 
talk about it in that way and don't feel about it 
in that way. Therefore, they're not influenced. 
Do you agree that socially it's a drive as well as 
social pressure? I mean ••• (unintelligible) 
sexual appetite unlike the hunger drive is an in-
dication of social living. All societies do not 
place so many restrictions on food taking behavior, 
but sexual expression is very closely governed by 
the law and social conventions, and it leads to a 
lot of frustration, and because of it people do all 
kinds of things. Would you call that a drive? 
Socially. You've got to consider that nowadays sex 
is talked about in the open. Everybody talks about 
it, and the p resence of it make people think what 
they want to do, and I think the laws just have to 
go along with it, whereas there's certainly nothing 
wrong with eating ••• (unintelligible) 
Well, has the natural birth rate increased, do you 
know? 
Well, there has been what some experts call a 
temporary s purt in the birth rate since 1942, since 
somewhere at the beginning of World War II, and I 
don't know how long it will continue, but in the 
last ten or twelve years there has been a birth 
rate in excess of prediction? 
Well, how about sex drive? Has that increased also? 
If it has increased any, it's getting at least 
close to a drive than away from it. 
Lots of peop le think it's an emotional release, so 
that it could be a reflection of the state of 
affairs during wartime. Everyone's so nervous and 
tense, they need the outlet. 
The satisfaction of the sex drive would just be an 
outlet to reduce the tensions caused by anxiety 
about the atomic bomb? 
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Well, not necessarily the atomic bomb •.• (unin-
tellig ible) 
I think the publicity g iven to sex crimes in various 
newspapers ••• (unintelligible) That's really 
frustrating to some peop le because t h ey read about 
it. It's all out in the open , and also t hese comic 
books, and t he discussion of sex itself is very 
common, and more people are beginning to wonder 
what it's like, and I think that has a lot to do 
with it. Maybe all these things happ ened before 
and we never heard about them because they were 
kept out of the newspaper, but certainly in the 
last two or three years about everyday you can pick 
up a New York newspaper and read three or four 
articles that are about really brutal sex crimes. 
You feel t h en t hat the mass media of communication 
stimulate sex behavior and sex crimes~ 
Ye s ~ , I think so. 
You've got to have t h e will f or it though before 
you read t h e paper . 
Of course there's a difference too. The increase in 
birth rate would be due to an increase in sexual 
a ppeti te..s .:: , so to s p eak, but through love, whereas 
sex crimes wouldn't be t h rough love. 
You feel t h ere might be di ffe rent motives t hen in 
satisfying the sex drive. In the marriage relation-
ship there might be the love need, and outside the 
marriage relationship it might be something else. 
What? 
I could go back to Darwin. 
Oh, you're supporting the hypothesis that sex is 
a physiolog ical drive. 
I think t h e p eop le who committed these crimes are 
either manians or really criminals • 
. . • (unintellig ible) 
But why do they p lay up sex in the newspapers? I 
think it's because everybody has that idea in their 
minds • 
• • • (unintellig ible) I h eard t hat in t h e Puritan 
period t h ing s were so touchy t ha t they had to have 
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a large table cloth on the dining r oom table 
to cover its legs. We've come a long way from 
that, that's for sure. 
Well, going way back to the cave man, I think sex 
was a drive then. 
Yes, sure, a lmost an instinct. As in an animal. 
You feel that sex has undergone a change t hen over 
the generations, over the millenia, that originally 
it was a physiological J.dri ve but that it has 
changed now to just a social appetite~ 
Well, I don't say that it's just a social app etite, 
but it's moreand more now the animal living socia]W 
than a matter oi' a basic drive. But our society 
is much more complex, it has many more angles, like 
social drives. I don't say there is no basic drive 
but I think t he re is also the social aspect. 
I think one thing that is rontributing to these 
sex crimes and these sexual experiences that aren't 
heard about is the lack of education given to the 
student and to the adult. I know myself, I had no 
training whatsoever about sex from my parents or 
the school I went to, and the ft rst thing I ever 
got wind of in a lecture or anything was that movie 
we saw here in school the f irst f ew weeks we were 
here. I thought that was an excellent movie, and 
I'm sure there were lots of us who had never been 
instructed in that way, and I feel that si nee sex 
is talked about a great deal more than it used to 
be, we should be instructe d in junior high school 
and in high school. I think if we could know and 
realize just what the story is, we would appreciate 
ourselves a lot more, and I think we could take 
advantage of it. 
Do you think a person in junior high school would 
take any of it seriously? 
I don't think he's tak e it as seriously as a high 
school person. 
I mean, couldn't h e get the wrong side of it? 
I think that of course it's all up tb ~.; the teacher 
and how the subject is taught. But at that time 
girls and boys are just getting interested in what 
is happening to their own bodies, and I think if 
it is introduced to t hem then, it would at least 
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explain what is happening. 
I think it's a terrific idea. I think education 
here is good so that when he does hear about it he 
knows what is being talked about. I know a little 
boy who started to swear. His parents told him 
that he shouldn't say that word, and they told 
him what it means. Vfllen he heard someone use it, 
he'd say, "Don't use that word, that means--some-
thing else." He was only about eight years, but 
he knew what should be said and what shouldn't, 
and that's the way it should be. I think in sex 
education a person gets to understand it, and he 
doesn't get that aspect of it, the secretive feeling • 
• • • (Unintelligible) 
You feel that if sex education were part of the 
required curriculum in high school for practically 
all the kids in high school now so that all the 
population would get some sex education that this 
overemphasis on sex would diminish and it would be 
seen in its proper perspective by adults when you 
are parents and old enough to have children of 
high school age. 
There are so many different conceptions of the word 
even that just by whispering and jokes it gets the 
wrong slant many times. 
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In6t: Shall we take up the first question on our discussion guide sheet -
In what ways is the formula Heredity X environment X Time equals 
Development level more accurate than Heredity Elus Environment plus 
Time equals Development level would be? . · 
Horney: It is incorrect in the formula to say Heredity plus Environment 
plus Time - rather you should say Heredity times Environment times 
Time. They act upon each other and no one acts separate~. Each 
have an effect upon one another. Vfuen you add something up it is 
sort of an independent unit being added to whereas if you multi-
ply i t expresses more the idea of the things blended in together 
to make a whole. 
Inst: Wbat other kind of understanding could we have besides an intel-
lectual one - an emotional one maybe? Doesn't emotional under-
standing come as a result of understanding or not understanding 
intellectual agreement. 
Hunnibell: I just read it. It says in what ways. I don't agree with it. 
Inst: You don't. Why? 
Hunnibell: I'm just taking it from a common sense attitude. I don't think 
you multiply your environment. You can't multip~ something 
abstract like feelings • 
. Greenberg: All the time environment is working on you. 
Horney: Does it multip~? 
Geary: It can't be plus, it has to be times. 
Greenberg: Did you re.ad the first part of the third chapter. If you did 
you'd find the answer- the formula is explained there. 
Hunnibell: It seems to me that when you combine something you don't mul-
tiply it. 
Goldenberg: Your reasoning in a way is right. I can't see where you mul-
tiply. As long as you get the idea that they all work togeth-
er, what difference does it make? 
Geary: If we could just agree that heredity, time and environment affect 
each other and they don't work separately. 
Hunnibell: I agree with that but I don't with the formula. 
Horney: I don't thin.l<: the whole thing is that important. 
Geary: In multiplication you have dependency rather than anything else -
more so than you do in addition. 
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Gerhardt: You can't say time times nothing. What are you going to get -
nothing. 
Hunt: I t hought we were going to discuss Chapter 2 and we haven't yet. 
Inst: You can see the point of reading the chapter. 
Hunnibell: I think psychology is all common sense. 
Hunt: Common sense plus scientific observations. 
Inst: Common sense alone could be very dangerous in any science couldn't 
it? Might there be different levels of common sense. 
Gwodz: I suppose after you study it it is common sense. 
Hunt: If you don 't approach science with common sense •••• 
Geary: What is common sense? 
Hunt: An understanding of the normal relationships between things. 
Horney: But how do you know what's normal? 
Hunt: What you feel to be right. You can observe incorrectly. That is 
why you have to be careful. 
Inst: Do you think we should go on to question 2. 
Hunt: When were we to read Chapter 3? I didn 1 t know he was going to 
lecture on that chapter. 
Greenberg: Lysenko was the leading biologist in Russia. He maintained 
that offspring can inherit characteristics acquired by their 
parents. He was a senior member of the Russian AcadeiDlf of 
Sciences. Everybody accepted that fact. Recently his hy-
pothesis was rejected. 
Inst: Didn't you think that the story has some i nteresting psychological 
implications. 
Gerhardt: The peoples of Russia agree with him. 
Hunt: You'll never know what the peoples of Russia believe. Only the 
Government. 
Gerhardt: Russia has accepted the western belief. 
Hunt: Let's talk about politics. 
Inst: Who remembers what was said in the lecture about what happened to 
Lysenko? Mr. Deignan said the Russians were no longer accepting 
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Lysenko's theory. 
Hunt: Perhaps they had enough sense to know that the people couldn 1 t 
swallow that stuff too long. 
Greenberg: I stated that this was his theory. Probably in Lysenko's day 
the people accepted it so when Stalin took over maybe it 
changed them. How many top-notch heads of Russia have dis-
appeared in just the past two years. 
Inst: How does a top Russian scientist stop being a top Russian Scientist? 
Hunt: He might have just died unable to persuade people. 
Geary: I think it was probably a change of government. 
Group: Mr. Deignan, What happened to Lysenko? 
Mr. Deignan: He hasn't been liquidated yet. 
Inst: That reminds me of the story told by Dr. Counts of Columbia. He 
went to Russia in the early days of the Revolution and met the 
commissar for education. Some years later he returned to Russia 
and met the new commissar. He asked what had become of the fo~er 
one. The commissar said in Russian, 11 He was, but he no longer is. 11 
To go back to the question, can you make it meaningful? 
Greenberg: His theory was that you can inherit acquired characteristics. 
I don't see how that could possibly be though. Even the blood 
stream is different. I think it isn 1 t actually the character-
istics from the parent but from the environment. 
Inst: Do you see why that theory would appeal to a totalitarian government? 
Hunt: When you get to the top you want to stay there and pass on all that 
you have to your children. 
Hunnibell: I thought it was just the general characteristics that could be 
transfeiTed. 
Hunt: The Russians for all their mistakes aren't foolish. I'm not sure 
they really literally believed the theory. 
Geary: I know a person whose parents are musical but the children are not. 
I don't think it can be transferred either before or after the 
child is born. 
Hunt: Liberace developed his abilit,y later on in life. 
Greenberg: They say there are some inborn things that you have and then 
you develop them. 
Geary: It's really in your hands. 
Hunt: It's mostly reflex when you get that far. Did you ever t:ry to play 
the Flight of the Bumblebee and t:ry to think of where eve:ry finger 
is going. You cari think of the tune but you can't think of every 
key. 
Hunnibell: You can think very quickly. You can relieve your whole life in 
seconds. 
Greenberg: I disagree. 
Goldenberg: What about the person who sits down to the piano for the first 
time and picks up a piece. 
Greenberg: The mind is behind it. 
Hunnibell: I have experienced that feeling when I have relived my life . 
Greenberg: I've never had that actual experience. A lot of people think 
about some little simple thing. Sometimes they don't think 
about anything different. 
Hunt: I remember the one time I was close to death. A lot of thoughts 
were going through my mind. I know I screamed. Then I was just 
thinking about one thing and that was getting out of the way of 
that car. 
Hunnibell: You thought about these things afteiWards. 
Inst: What about question 2 at this point? Have we made it meaningful? 
That's all we were supposed to do; Vf.hat about #3? Did anybody 
read enough to discuss it? 
Horney: Secretion of the pituitary gland accounts for acromegaly. 
Hunnibell: In the book it doesn't say what gland. 
Greenberg: I think for a general statement it would be the pituitary. 
Goldenberg: The pituitary used to be the main gland but now it's the 
thyroid. 
Greenberg: But I think that the pituitary has something over the thyroid. 
Hunt: Don't the glands all work together. 
Griffiths: Dwarfism comes from the pituitary? 
Goldenberg: Does anyone know? 
Horney: That's the trouble with a class like this. We never get an answer. 
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You can get a different answer from every book. If there is somebody here 
who knows the answer I think they'd better speak up. 
Goldenberg: Want to know what's the answer? Look on Page 65. 
Hunt: It's your opinion of what you are which is usually wrong. 
Gea~: If you really want to work ••••• 
Hunnibell: Some people don't like to face things. That is ~ opinion. 
Hunt: How ve~ true. 
Greenberg: It's gland functioning so I don't see how •••• 
Goldenberg: Even if you can understand.- ••• 
Hunt: Ego and id - if you can get someone to help you understand yourself 
you can better understand people. You have to understand yourself. 
Geary: Sometimes you don't want to understand yourself. 
Horney: Sometimes you feel confused within yourself but you can understand 
other people. 
Griffiths: We ourselves are the hardest people to understand. 
Greenberg: Why don't a few people t~ to give their impression of the 
people in this group . If they're the same •••• 
Hunt: Nobody would be honest. 
Greenberg: They did it in another discussion group. 
Griffiths: There are a lot of people that have more friends than they 
realize they have. 
Goldenberg: We don't have the experience. The judges have to have the 
experience. 
Inst: I'll volunteer to be the guinea pig. 
Griffiths: We hardly know you outside of this class but we know these 
people out of class. 
Greenberg: I think it would be interesting. It's not like or dislike -
it's personality. 
Hunnibell: Would you say you really dislike people in this school? 
Griffiths: You might say, "She's a good kid- but." In some schools they 
have their own little cliques, but we're all friends. 
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Nancy, you tell us what you think a verbal test 
of intelligence is. 
Well, a verbal test is one in which the answers 
are given verbally. And a performance test is one 
in which the answers are given by a performance 
of some kind. 
Is there any question about the two terms then? 
Then we can go on to the question of what are some 
of the advantages and disadvantages of t h e verbal 
and performance tests of intelligence? Hope, do 
you want to tell us? 
The verbal is limited to those who have a knowledge 
of the English language. I suppose that's because 
the intelligence tests have only been made up in 
the English language. 
vVhat language did t hey start them in, according to 
the book? 
In French. That isn't the answer then, I'm afraid • 
Well, yes it is, except that you're limiting it a 
little too much. 
I think that the best part about the United States 
is having so many peop le who can speak in both 
languages, English and their foreign language. 
Well, is it a matter of English or a matter of 
language? Do you suppose they have intelligence 
tests in more than French and English? Don't you 
suppose the Germans made up intelligence tests in 
the last forty years? Italians, Spanish, Nor-
wegians, and Danes, don't you suppose they have 
intelligence tests in t h eir languages? 
Many psychologists are German. 
In the United States you have a great deal of many 
types of peop le, so you can't give one test to a 
group and say that's going to be for them and 
they're going to be able to do it right away. You 
have to think of environment and heredity, and in 
the schools and different groups you have all kinds 
of peop le so it's not a true answer to the test 
when you have different groups. 
Do you think t hat would be true in any language? 
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Yes, in some other country it would be the same 
thing. 
In Germany, then, a verbal intelligence test t isn't a 
true test of all German children~ 
Well, the situation would hold truer in the United 
States because we have such a conglomeration of 
nationalities and what have you. Some other 
country would have more of the same backgroung. 
Then it would be truer in Germany than it would 
here. I've forgotten the exact wording of the 
question. 
Well, see what you know of other countries. We'll 
take Germany as an example. Would a verbal in-
telligence test in Germany be an accurate intelli-
gence test of every German child? Do you suppose 
tm verbal abilities of the German peasant child 
are a great deal less than the abilities of the 
German p rofessional man's child? 
No, they're not exposed to the same environment 
so therefore the tests can't be the same for both. 
The use of words is not encouraged in the child 
who comes from a poor family the way it is in the 
child coming from a professor's family. 
In other words, you're still convinced, are you, 
that the difference would be more unfair in the 
United States than it woul d be in some country 
that had a typical population? 
They're bringing about tests which are as close 
as possible to being app ropriate to the population. 
'l1hat 1 s such a broad question that you need a quali-
fied answer. We're just guessing. 
Well, we've at least seen some of the advantages 
and disadvantages of verbal intelligence tests, 
haven't we? 
We've been talking about Germany. 
I think one of the disadvantages of verbal testing 
is you can't teat adequately or very well small 
children who can't talk, where in a performance 
test everybody has a certain amount of performance; 
children, whether they can talk or not, can perform. 
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In the early ages you can't use a verbal test at 
all. 
Would you limit that to American c~ildren? That 
would be a univeraal disadvantage of verbal in-
telligence tests then, wouldn't it? That we get 
to the point where children don't have enough 
vocabulary? That would be in any language then 
wouldn't it? It wouldn't matter if you were giv-
ing it in Chinese or Italian, you get down to a 
two wear old and he can't do much with a verbal 
test. 
Well, if you get down to a four year old, he can 
talk but can't write so he could tell you about 
it. 
Another disadvantage is with deaf children they 
can't do these verbal tests, they have to have 
performance tests. 
What about a child who ls blind? 
Same disadvantage here. He couldn't read the 
questions. 
I think the verbal tests are much more flexible, 
and are able to go into matters which are more 
subtle, but I should think the performance test 
should be excellent for peop le who are not able 
to take the verbal test for one reason or another. 
Also, it would probably go into some of the spec~c 
primary abilities better, things like the tech-
nicalities of the space factor I should think 
would show up very well in the performance test 
where all you can use on the paper is drawings. 
I don't think there are any disadvantages to the 
performance test, e~cept there where the person is 
handicapped physically. I think if we had the 
choice of two to make, that would be the better one. 
Did .you say the veFbal would be the better one? 
No. The performance. 
I agree with you. 
I always thought that the ability to handle lan-
guage was a part of an I.Q. 
Well, that's a very legitimate question. 
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It's a very important part of t he whole view of the 
thing, isn't it? 
But some people never have the chance. 
Well, your I. Q. is your ability to learn, isn't 
it? 
You don't necessarily have to have the ability to 
use t he English language ••• 
I heard a very sloppy piece of thinking a mi nute 
ago. Some people don't have the chance to learn 
to handle a language. Viho? Now, just who? in the 
United States' population doesn't have a change to 
learn to handle the English language~ Think be-
fore you answer. 
Take the majority of cases down in Tennessee. 
They cbn't speak to each other down in Tennessee? 
They don't have any schools in Tennessee? 
They have schools, but people don't send them to 
them. 
Well, wa t were their I. Q. 1 s to start with? 
You really hear a lot about people havmng the 
chance and the opportunity in the United States, 
but they don't have the encouragement to take adQ 
vantage of it. And Children of backwoods' families 
hear t heir parents speaking the same kind of lan-
quage, and you may talk about their having the 
chance to learn the other kind, but they don't, 
really. Their entire environment, except maybe 
when they go down town on market day or to the fair 
and they see people speaking the language they 
should, they don't hear it very often. 
And what part of the country would that be? 
Any part of the country where they have lots of' 
poor people, people who have no education, all over 
the country. 
There are generations growing up without the use 
of the radio in the home, the television set.? 
They don't have t hem. 
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They've got nice Cadillacs. 
They can't spend their money on anything else. 
They can 1 t buy nice houses on nice suburban lots, 
so what do they do, they spend their money on 
clothes and cars. 
Well, I challenge you to do one thing. I challenge 
you to go down to the slum areas of Providence, and 
count the ariels on top of tenement houses. 
I'm not even thinking of Providence. I'm thinking 
of something more backwoods than that. You won't 
find any television antennas on a sharecropper's 
house. Well, some, yes! 
I think there are a number of areas in this country 
where people don't have a chance to get the general 
education that our citypopulation gets. 
How much of the population of the United States is 
in the hills of Kentucky and in Tennessee? 
Suppose they all do have radio and television sets? 
Do you think the radio is going to be that much of 
an influence on their lives that they're going to 
change their lives? They don't have any encour-
agement to copy radio announcers. 
Now, think it over as you go along. You all agree 
that that is a disadvantage of the verbal test. 
Some peop le don't have a chance to learn the lan-
guage. .However, I challenge you. Do you think 
it's 95% of t h e population who don't have that 
chance or 5% of the population. 
Almost everybody gets the ch ance, but they don't 
accept it. 
And if they don't accept it? 
That's their own fault. 
Why should they accept t h e ch ance to talk like an 
English school marm when evep,ybody else around is 
talking the old way? 
Well, does that mean we should eliminate all verbal 
testing because ••• 
They don't have any goals, these people you're talk-
ing about. They're just satisfied to plod along 
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their own way. I've come in contact with a lot of 
them. They'll be there, they'll be there the rest 
of their life. They're happy and content in their 
own way. 
Well, they probably don't have the need. 
That's right, they don't. 
what? I'll chop wood the 
all right. I'll chop two 
all I have to do. 
They don't want ••• so 
rest of my life, that's 
cords a day, and that's 
You've got to have a drive in order to learn some-
thing. 
That's their fault, if they don't have the drive. 
It i~ not! Why should they? It wouldn't benefit 
them. 
Sure it would. 
Apparently you see advantages and disadvantages to 
the verbal intelligence test. Now lets look at 
performance tests for a minute. Now you were all, 
at least the ones who talked a few minutes ago, 
quite convinced that there were all sorts of advan-
tages to the performance one, and that means that 
100% of this class believes that performance tests 
are entirely good because you can't see any disad-
vantages in them at all? Who sees any disadvantage 
in a performance test? 
I still say that they are not as flexible as a ver-
bal test. 
Vihat do you mean by that? 
Well, there's a certain amount of mental ability 
you can discover by letting him fit a square peg 
into a round hole, I suppose. I don't think they 
can go as deeply into the matter as when a person 
asks you a question and can see what's going on. 
The use of words, the subtle means of cowuunication 
we have, performance can't show. 
You can use the performance test for everybody, but 
you can't use a verbal test for everybody. 
Aren't there a lot of people, city dwellers perhaps, 
these days wh o don't have much chance to learn to 
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perform with their hands? To fit a round peg into 
a round hole and a square peg into a square hole, 
or triangles into triangular holes, and then you 
go on to a little more subtle ones where you as-
semble a screw driver or you put the two parts of 
a pair of pliers together. 
Looking at pictures ••• well that doesn't require 
any manual dexterity that anybody but an imbecile 
couldn't do. 
That's where I. Q. comes in. 
Has anyone in this class ever taken a performance 
test? 
Yes, Minnesota Board. 
They can get pretty complicated, can't they? 
I took them for three days down at the Veteran's 
Administration. They had some pretty good ones. 
There are a lot of you who haven't been exposed to 
them at all. They don't even bother with them in 
most high schools and prep sbhools, but the Army 
uses them a lot. 
This wasn't for the Army. I was going to work for 
the Bulova Watch Company, and they sent me down 
there. 
To help you find the proper job. 
I 1ve administered them. I've sat while a 14 year 
old boy tried to put the t wo parts of a pair of 
pliers together, and never could do it. City boy, 
you see. 
vVhat has that got to do with it? Except maybe a 
country boy gets used to tools. 
It wouldn't be a test of his reasoning powers. 
You see, the only ones who are doing any talking 
about it are those who were utterly convinced the 
performance test was the answer. You'd throw out 
the verbal. • • 
No, you misunderstood me. I said of the two, I 
thought if we had to discontinue one of the two, 
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the performance test showed more than the verbal 
test. In other words, if there was a choice be-
tween the two. 
You are willing to admit that maybe each of them 
shows equally important things about ~ individua~ 
meaning you, personally. 
I agree that a verbal test is very important. I'm 
not saying that, but I just said that I didn't 
think there were any disadvantages. 
Well, all I said is it doesn't measure your lin-
guistic ability, and that's very important. 
What I was trying to drive you into seeing a few 
minutes ago was the fact that if a person isn't 
.a deaf-mute or dear or mute, in other words, any 
person who has his normal senses, ought to be able 
to show his intelligence by the language, his 
native language. Let's not ronfuse the issue by 
saying if he. were Chinese and given an intelligence 
test in English etc., but in his own native lan-
guage. If by the time he's old enough to take an 
intelligence test, shouldn't it be a fairly ac-
curate test of his intelligence? 
Yes, that's correct, but what do you do below that 
period? That's very important. 
There's hardly any below t hat period. I mean that 
by the time you're able to give a child an intel-
ligence test, you'll be giving him one that will 
be verbal. Have you ever seen the ones they give 
to the three year olds? The Stanford-Binet, the 
one we read about in our own book, starts at the 
age of three with a couple of little toys that you 
ask him to do things with or some great big out-
size pictures. Very simple, the missing part e~ 
Hand him an automobile and you don't even have to 
ask him to do anything with it. What he does with 
it can be rated on an intelligence test. If a 
three year old thinks that a little rubber automo-
bile is something to throw, provided he's not in a 
temper tantrum, or if he takes a round ball and 
tries to draw it across the floor, what would you 
expect him to do with the automobile? That's 
significant, isn't it? 
No, I think that s h ows great intelligence. Most 
kids go t hrough life sticking to the same thing 
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without giving much thought to the matter. 
And then there's the five year old, and you begin 
by asking him very simple words on the vocabulary 
test. What is an orange? What is an apple? Now 
if the five year old can't tell you what an orange 
is, provided he's been in a culture that has 
oranges, if he can't tell you some simple things 
about it, something you eat for breakfast or it's 
round, why then there is something. That, com-
bined with a hundred others should give you a pic-
ture--if he can't tell you what to do with an 
apple, orange, a ball etc. A verbal test is fair-
ly accurate in the 20th century especially with 
newspapers, radio, television. Even people in the 
slums can get enough money to go to talking pictures 
and most of them have a radio they've bought on the 
installment plan. Language is being thrown at 
them every hour. Now then, how's that for per-
formance? Do you see advantages and disadvantages 
in that one? Do you suppose a performance test 
would be a fairer test of the intelligence of a 
farm boy than it would be of a city apartment 
dweller? 
You mentioned before mechanical ability. Well, 
even a city boy might have one of those inborn 
temperaments for mechanical ability. 
You think maybe if you really wanted to find out 
the intelligence of individual A, it would be 
fairer to give him both verbal and performance in-
telligence tests? 
That's the best way. 
I wonder why we worry about it. If they find out 
that the farm boy is cons i stently higher or lower 
than the city boy, they' r e going to realize t hat 
t h ey are less intelligent or that t h eir tests are 
not fair to both of t h em. They're going to do 
someth ing about it, so why should we worry? 
We just want to know. The next time someone shoots 
an intelligence test at you, are you going to be 
interested in what kind it is? And personally 
interested in whether it's the kind that's going 
to be fair to you or not? Now then do you think 
that a verbal intelligence test is fair to college 
freshmen? Do you think it's a little fairer than 
some of the mechanical performance ones you might 
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You're still working with words. 
On the other hand, narrowing the field a little bit, 
do you think a verbal intelligence test is absol-
utely fair to the freshmen class in our school? 
It's a measure of their intelligence. If you're 
measuring t h eir art ability, that's different. 
Do you think in the freshmen class of an art 
school, you ought to give a performance testto 
the entering freshmen moreso than you would to a 
liberal arts entering class? You begin to see why 
maybe they ask you to draw a chair? 
Yes, but I think maybe words are important there 
too in order to get you to draw a chair. 
You say that in order to perform, function, in 
the United States you need words, whether you're 
an artist, a mining engineer, a salesman, though 
a salesman would need more ability than a mining 
engineer, but both would n.ee.d some. In o:ther words 
if you're going to function out here in the streets 
of Providence, Rhode Island, in 1954, you need 
some verbal ability. So it would be fair to ask 
artists to have s.ome. But you also ought to have 
a performance test of some kind. Do you suppose 
that the primary mental ability identified by a 
p erson as ~' space-factor, is necessary for success 
at R.I.S.D.? Will you all bring it in? Have you 
worked on that one at all? 
Every class, except maybe this one. 
Well, I feel sorry for any of you who couldn't 
figure out the distance from the door to the chair 
before you started to sit down, even in this class-
room. Can you function as a normal sort of human 
· being without some idea of space. 
What is space ·. intelligence? 
It's t h e ability to know, to see perspective, dis-
tances, angles, s h apes. 
Well, I thought that every prospective designer 
had to have the ability to look at an object, 
juggle it around in your own mind, and picture it 
as a whole from every angle and side. 
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The Egyptians never did grasp that, did they? Do 
you remember the cute pictures in your ancient 
history books back in g rammar school of the Egypt-
ian soldiers where everybody's foot was on the same 
line? In their pictorial art they didn't get per-
s pective, but they certainly did when they started 
building those pyramids, didn't they? 
Certainly S is more important at R.I.S.D than 
at Harvard in a history course, maybe not in an 
art course at Harvard, or an engineering course 
at M.I.T. But you wouldn't need too much of it 
to read a history book, would you? 
They do need it at Harvard. Somebody I know 
graduated from M.I.T. and he's taking Business in 
the Graduate School, and he had a test t he first 
day he got there. The same kind of a test, little 
pictures, and he had to pick out which p icture 
fitted the righ t way. He thought maybe I could 
check it, but it's pretty diffi cult when you have 
to have it there. A space-factor test, t hat's 
what they call it, I think. 
In other words, you really need it to function in 
any occupation, don't you? Sizes, shapes, dis-
tances, it'd be rather hard if y ou didn't have 
some of t hat. And do you suspect that sometimes 
automobile 2accidents are caused by people who 
don't have a developed sense of space? How does 
a business man get along without a decent amount 
of it? He might t h ink he could install several 
pieces of machinery in his factory but then when 
they arrive there's only room for six. We all need 
a certain amount of it. We use it all the time, 
getting from here to the door, reaching for your 
coat. I want to remark on t h e next question. 
Criticize t h e report in t he textbook on heredity, 
environme nt, and change i n the I. Q. Now that 
ought to be g ood for a lot of discussion. Someone 
asked t h e oth er day if you could change an I. Q. 
Does that contradict itself or anything I've said 
before? 
Yes. 
You don't think y ou can change a moron into a gen-
ius with proper nutrition and better environment, 
or change a genius into a moron by sending him 
down into the slums to live? You think there are 
some definite limits to what you can do. Which 
one of those thing s seems to be more important in 
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I.Q., your heredity or your environment? 
Heredity. 
You're born with a certain amount of intelligence 
and environment isn't going to change it very 
much, though is it hopeless? Does environment 
ever help at all? 
There have been experiment s where you take twins 
at birth and put them into two different environ-
ments, and in most cases they always end up with 
the same I. Q. after 19 or 20 years. 
You see why these psychologists are interested in 
getting their hands on twins to do that sort of 
thing? 
I think this chapter on changes is one of the 
most disputed I've come across yet except Chap-
ter II on coefficients. He seems to contradict 
himself. He tells you one minute there was only 
a change of 2 and the I.Q.'s were amazingly con-
stant, and then he says there was a change of 
15 points, and I thought it was constant but here 
it is wavering all over the p lace. And he didn't 
really seem to come out to any conclusion except 
to say that the I.Q. is very constant. I wonde~ 
why on earth did he introduce all those thing s 
saying the I.Q. wasn't ronstant? 
It's a question of whether he should have told 
you only about one experiment instead of mention-
ing all t h ose others? 
Yes. Of course, it's an interesting thing to 
know it all, but it certainly confuses things. 
When one experiment shows a difference of 2 p oints 
and another of 15 points, and when the average 
I.Q. is 100, even the most optimistic experiment 
hasn't shown much change, has it? If this is 
what the average I.Q. is, you see, and by the 
very best of nutrition, environment, encourage-
ment of the child, you could make a difference of 
15 points, you would still at the end of t h ose 
experiments say the I.Q. is fairly constant, 
wouldn't you? 
No, that's quite a change. 
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I expect the I.Q. would be absolutely constant 
provided the testing conditions remained the same. 
And provided something didn't happen to change 
it. 
Well, what has this become, a rather startling 
new idea that you're going to have us cope with 
for a while? 
Yes, I don't like it. 
You don't like the idea because it's new to you, 
but you certainly like the idea that there's 
hope in improving the I.Q. of a child. 
Don't you think 15 points is quite an increase? 
Well, what are the range of I.Q. 1s? 
I don't know, but 15 seems quite a lot. 
How many people have 0 for I.Q.? This is based 
on a 100 scale k~ decimal points and money, etc. 
There are people who live, Heaven knows how, who 
have an I.Q. of ••• this! 
Yes, but they're being taken care of by someone 
else. 
V~at is the highest I. Q. they've recorded sci-
entifically? Beethoven had one of 250 in the 
shade and going up rapidly. • • 
How about Einstein? vVhat 1 s his I.Q.? 
They guess that Einstein's must be pretty close 
to 180, don't they, in popular articles? 
Isn't there anything above that? 
'I'hey don't find them. 
Have they given him a test? 
He's not going to tell. Who'd want him to. A 
man has to have a little privacy in his life. 
People start raising their eyebrows. They ask 
whether it's a legitimate test, on what intelli-
gence test was this based, has it been checked 
against some other intelligence test. 180 is 
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guessed at occasionally. Well, now 15 points on 
that scale isn't too revolutionary, is it? 
Well, I should think it would be a difference of 
getting into a school etc. 
If you could raise a person's I.Q. 15 points, 
then he could earn his own living instead of 
depending on his relatives the rest of his life. 
Or 15 points could get somebody into college who 
might not otherwise get in. However, you can't 
do that by feeding him three quarts of milk for 
three weeks and pumping into him some new vocab-
ulary, can you? Those 15 points represent a num-
ber of years of very optimum health, love, care, 
encouragement, the very best of educational 
methods. 
I'm also curious to know just what it is that this 
range means. I mean, you know what the range is 
from one end to the other. But, how does a person 
actually with an I.Q. of 140 stand in relation 
to the average? I mean, are they extremely in-
telligent? 
145 I.Q. is a genius. 
It is? 
It has to be, if they can't get above 160, or at 
least haven't found anybody. 
150 is considered genius, isn't it, I mean pos-
sibility of genius. 
You're a typical college student, coming up 
against this thing for the first time and saying, 
" Well, an I.Q. of 100 is dumb." No, he isn't, 
that's the average of the population of the United 
states (we won't take in the universe). The 
average person in the United States has an I.Q. 
of 100. They're functioning, ar&n't they, earn-
ing a living, paying their taxes, bringing up 
their families, voting. Why there isn't anyone 
in this room who has an I.Q. of 100. You're all 
out here a little way. The average I.Q. of the 
freshman class of this particular school is 113. 
It's 13 points above the average of the country. 
Remember how they put it in statistics. One mean 
in either direction will take in 68% of the entire 
population, any group being tested on anything. 
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You see, you have the average in the middle of 
the thing, and wh en you start going up or going 
down, the numbers diminish very very rap idly, 
don't they? In other words, what p ercentage of 
the country has an I.Q. of 160, what below 25? 
I think for 140 it says something like 1 %. 
1% of the population of this country are geniuses. 
And 1% of them, thank heavens, are down here and 
have to be taken of, in order to stay alive. 
Have any of you ever seen anyone who is in that 
lower 25'l 
Is anybody living who is 0? 
They can't stay alive unless somebody looks after 
every need. 
I should think it'd be a little hard to judge. 
It would be a little outs t anding to hear a p sy-
chiatrist say t ha t he ha s a p atient with an 
I. Q. of 2 or 1 or 0. I'd say it was i ma g inary, 
just as out at this end you get beyond the p oint 
where you'd say t h is man has an I. Q. of 1 61 or 
162 and try to prove it. It'd be much safer to 
say he's a brilliant man and let it go at t hat. 
Now t hen you can g o into a ll sorts of interesting 
things like how y our environment a f fects your I. Q. 
Does everybody with an I.Q. of 160 act like a 
g enius? If you find two people with an I. Q. of 
25, do they act equally dumb? Probably not. 
V'lhy, do you suppose? 
Could an insane person h ave a high I .Q .? 
'rhis has noth ing to do w:tth what we call sanity . 
That's a disease, a disease of t h e mind. 
Of course, i f a person is insane enough, you might 
have a hard time testing h is intelligence on an 
intelligence test given to normal peop le. Does 
"sanity 11 (in quotes now) on any particular day 
aff ect your I. Q. if you tak e a test that day'l 
If' you g et out of bed in t h e morning in a terribly 
vicious mood, and you came down h ere and someone 
handed you an I. Q. test, mi ght t h atnot aff ect 
your total I. Q. by a p oint or t wo tha t day ? 
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Yes. 
Whereas if somebody else jumped out of bed saying 
11 Oh, what a lor ely day, I 1m going to have t he day 
off , etc." and took an I. Q. test mi ght get a 
point or two higher, t han it would be i f he had 
gotten out of bed feeling horrible. In a way 
it's sort of "sanity", isn 1tit, using it with 
qu otes? You see t h en why in the course of your 
existence you've had a number of I. Q. tests? 
One at age 6, age 12, age 16, and again when you 
came to college, a ga in when you're a senior, so 
that t he re would be a whole picture, instead of 
just the one at age 6 when you might have been 
frightened of the teacher. Plus t he idea t hat 
maybe due to a favorable envi ronment your I. Q. 
did rise between the ages of 6 and 12 a couple 
of points. Of course, if we had all the money 
in the world, and you were the son of a famous 
p sycholog ist, t h en you would probably get several 
intellig ence tests in t h e course of your career 
in school, wouldn't you? Your father would see 
to it, because he'd say one day you were fright-
ened and anoth er day you had a toothache etc. 
Isn't there a company in New York that tests 
p eople. You as an individual go t here for three 
or four day s • What ' s the name of it ? 
All veterans are lucky. They can have them for 
nothing. 
I don't know why people are so shock ed when you 
want to know what their I.Q. is. 
It's good for all of us to know. I know mine, 
and it's been a ro mfort to me in more ways than 
one, VVhy I can do or can't do something now. 
I knew I cou ld get down to work if I found out 
mine. I knew I couldn't compete with Einstein, 
so I'm nust doing my best. 
If you find you have a good I.Q., sometimes it 
goes to your head and you brag all over the place. 
You know the test you take when you're going into 
the service, is t h at an I. Q. test? I mean, you 
have to have 80 to get into the Army, 90 for the 
Air Force, 100 for p ilot training. 
The Army has done a lot for psy ch ology in this 
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world in the last 40 years. After the first 
world war they had Army Alpha and Army Beta, one 
for people who couldn't read and write and one 
for people who could. I don't know exactly on 
what basis they put you in one service or the 
other but they do a certain amount on the basis 
of that. 
I don't mean the Selective Service. I mean if 
you're enlisting. 
70 seems way below the average. 
After all, some people have to wash the dishes. 
Let the intelligent people take off for the day. 
130 is necessary for being a pilot. Now you just 
said 140and 145 was genius. Now what I want to 
know is how much more intelligent is 140 than 
130. Pilots aren't geniuses. I think that 
word is getting a little foolish. But I wish I 
knew how much more intelligent 1~5 is than 125 
or 130. 
Now I've tried to help you out by telling you 
what kinds of occupations people get on the basis 
of those I.Q. 's. 
Anyone who makes $10,000. a year really had luck 
and opportunity. 
The book didn't say how much money you made. It 
said into what occupational category you could 
fit. 
It said those with an average of 150 would earn 
twice as much as the average population in Cali-
fornia. 
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It was announced that we're going to hear a rep ort 
from three peop le today--Garrity, Geary, and 
Gerhardt. Miss Geary, would you like to start us 
off on this? 
I'm talking on three topics--Personality and Classe~ 
Personality and Social ffiLckgnbnnd,, and Personality 
and the. J3o:Jy. Under Personality and Classes I think 
that when you start out in school you are given the 
idea that America is one big happy family and that 
there is no intolerance or class distinctions. As 
you go along you find out that there is. In America 
there are three large classes, the upper, middle, 
and lower, and they all have rather separate opin-
ions about each other. The upper class feels that 
the lower class is made up of people who • • . 
(unintelligible) and are not very intelligent. 
The middle class feels that the lower class is a 
rather unambitious, careless and dirty, not very 
thrifty. The fu~d~ class feels that the upper class 
is there possibly because they've inherited a lot 
of money or they've been very fortunate, but actu-
ally they're no better than anybody else. The 
lower class feels that the upper class is made up 
of people who through luck have inherited money 
•.• (unintelligible). Nevertheless, they sometimes 
have pity for these people because they have money 
and nothing else. So you can see right there that 
the personality begins to tie up with the classes 
just in the ideas formulated. We all have our 
ideas about the various classes. I think if I had 
been from a different class, I probably would have 
been different too. In Kinsey's reports on sexual 
habits he brings out that in connection with the 
law, the policemen are usually made up of the 
people from the lower classes, and the judges are 
men who are usually from the middle or upper classes 
and both have entirely di f ferent viewpoints on, 
say, sex ••• (unintelligible). Kinsey also brings 
out that by studying the sexual habits of an 11 
year old boy, he can determine what class he will 
remain in. In Minneapolis they find that in the 
lower classes fielinquency is more prevalent than 
in t h e middle and upper classes. TeenagffS tend 
to be more or less vandals, ruining everything • 
• • • (unintelligible) The question arises--how 
does one distinguish these classes or the classes 
distinguish each other, the money you have, or who 
you associate with, and whether t h ese classes do 
exist on this basis. It also brings out whether 
a person can climb the social ladder. He can if 
his hopes and abilities don't conflict. If they 
do conflict then he would have a very conflicting 
pe rsonality. That's about all, but I think you 
would find t ha t it would definitely have a bearing 
on your personality if you put yourself in any 
of these classes. Your attitudes and your person-
ality would change. 
Tti~ next topic is Personality and Social Ba;kg~ound. 
I ~_ think too many of us take an awful lot for grant-
ed, I mean the way we live, and how we live. 
Actually you're very very de p endent on many things. 
The world functions on the p remise that there is 
going to be the right person doing the righ t thing 
at the righ t time in t h e right place. We can 
illustrate this very well in the case of a pe rson 
who has e ggs for breakfast. Just the fact that he 
has egg s for breakfast means that t h ere has to have 
be en the farmer who knew how to raise the eggs, 
then they g o to the factory where they put t h em 
into boxes, and then they g o to somebody who deliv-
ers t h e eggs, and with all these pe op l e behind 
this, if somebody fell down on the j ob, why he 
wouldn 1 t have his egg s f or breakfast. 'l1he boy who 
leave s for school and goes and gets t he street 
car. Behind it is t he designer of the street car, 
the manufacturer, and down the line, and of course 
the conductor. And if the conductor weren't there, 
the boy wouldn't be able to get the street car and 
he wouldn't be able to get to college, and he 
would miss his ma.th class, andhe wouldn't know 
anything about it. The same if the instructor 
weren't there. Then he goes to the library to look 
up some t hing and t he re were a ll t he peop le who 
had written books, published books, catalogued 
them etc. Then he g oes to the baseball and there 
a re a ll the p eop le who are selling hot dog s and 
p opcorn etc. and there must have been the pe op le 
who organized the teams etc. That's the way t he 
wor l d is run--so t hat every person has a p l a ce 
whi ch he takes or a part in this entire organiza-
tion whi ch he must fulfill, and then when he 
doesn't, why t hen--chaos. If t h e trolley ca.r 
drivers decide to g o on strik e so t hat the c a rs 
aren't running everything gets messed up ..• (un-
intelligible). The questi on arises that when a 
person is born ••• (uninte llig ible)and y ou ask 
wha t the process is that enables him to t ake h is 
role in the world for us ••• (~mintelli gible). Is 
it h is environment and the development of his 
personality. Another question asked is whether 
in taking his role he is fulfilling his desires 
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or suppressing them, and also whether because of 
t h is the personality is becoming standardize d or 
is being freed. 
The 1a st topic is Personality andthe Body. I 
d~vided it into two groups--like and unlike. All 
characteristics are bio-social and every act which 
you perform is produced by your biological proces~s 
plus your social relationsh~ps. Everyone be g ins 
at conception and they end at death, and from the 
beginning to the end they are continually changing, 
continually developing and growing. Some form of 
change is going on. From the minute of conception 
you develop from one cell to a complex human or-
ganism, and one que5tion asked is how much that 
organism learns during the time of pregnancy, say, 
from the mother, whether you feel security or in-
security or hunge r or whatever it may be. And 
then you develop so that you can walk and talk 
etc. and then you reach the prime of life, and 
after that you begin to decay ••• (unintelligible) 
Actually you're sort of dying, and the question 
is then asked how you're preparing yourself to 
face this fact. A person can never escape the 
processes of the body. You are continually tak ing 
on energy and matter and discharging it. You have 
to eat or you'll die, breathe or you'll die. You 
have tensions that arise which if they aren't 
released, they're usually blocked, and a person 
who has such blocks never relaxes and can't get 
rid of t h e tension. You have the bio-social basis, 
and the unlike s exist in the way in which your 
environment and heredity ••• (unintelligible) 
Some p eo p le are fat, some are tall and thin. Some 
people look very much alive and radiant and other 
people look sort of run-down. There is the athlete 
who has that particular stride when he walks, and 
there is the spinster who is sort of a hard, cold 
thing, and it all shows t h at your body and your 
acts, what you do, reflect what you are. The end 
of this chapter brings up a lot of questions. It 
ask s wha t the relationship is between t h e pe rson-
ality and the body and whether the soul is a sep aram 
unit more or less which only certain things happen 
to. It also questions t he relationship between 
t h e mind and emotions and p ersonality and t h e body. 
It brought out an interesting point that there is 
no such thing as pure thought because what you 
think is going to be colored b y your personality 
a nd tee emotions. Another question asked is where 
are your emotions locate d .•• (unintellig ible) 
And that's about it. 
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Well, Marjorie, I guess it's your turn next. 
Well, in t he introduction the thing they want you 
to do is look at yourself as an individual, and 
it's sup posed to be questions to the reader who 
is reading it. They ask, 11 Vfuy are you reading 
this ?" "Because t he teacher assigned it. 11 11 VVhy are 
you in school?" and it all stems back to what Mr. 
Hershey said, "Why are you here?n When you're 
considered as an individual, a uniqu e individual, 
you're living h ere and now, and you want to ask 
to ask questions, and each time you as k a question, 
you try to think exactly wh~t you say to yourself. 
The first thing is you're living now and in this 
day, and what you think you would have been like 
if you had been born a thousand years ago, or 
what you would be like if you were born a t h ousand 
years from now, and you see the world when you 
got up this morning in a different way from any of 
your roomates or the girl who is a secretary down 
town who is going to work for eigh t hours typ ing, 
in a different way from a factory worker or busi-
ness woman. You even see this classroom di f ferent-
ly f rom the peop le sitting beside you or the teach-
er. You may think of peop le in different ways. 
You may think they're all alike, everybody thinks 
the same way, and t h en on t h e other h and, you ma y 
thi nk there are minute problems and nobody else 
has the same problems and you lock it up inside 
you and try to forget about it. This concerns 
personality and when you think of personality, 
y ou think , 11 She 1 s a great kid. Every body gets 
along wi t h h e r." or "He's a big man on the campus. 
He has personality." Actually eve rybody h as a 
personality .•• (~nintelligible) Your personality 
is t h e typica l way in which y ou behave, t a lk, 
wal k , t h ink, react, feel things, and experience 
t h e world. The main thing the y 're try ing to bring 
out is how much do you really k now about yourself. 
If you had some crazy dream last night, do y ou just 
f orget a bout it .or try t o f i gure out what it meant~ 
Did you ever wonder why you don't s p eak up in class? 
Or why y ou want to con t rad ict every thing the teach -
er say s? ••• (unintelli gible) Did y ou ever wonde r 
why y ou fe e l a certa in wa y toward your friends, 
toward y our family, toward your roomate ••. (un-
intelligible) or why you're afrai d of death~ The 
t h ing to do i s try to answer h onestly and not 
just the t h ing t hat comes into y our h ead the f irst 
t h i n g. 
Th e next s ect ion is Pe rsonality and Other Peo~ le. 
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It says that you should try to imagine you1•self 
a Robinson Crusoe on a desert island and what would 
you live li~e ? Would y ou survive? ~hey say that 
if you were an adult and that happened, you would 
be able to survive because you knew relations wi th 
other pe ople before and y ou could think about when 
you reunited with them . But they say that if yo~ 
were a ch ild and imagined yourself sort of in a 
wolf 's den, how would y ou think, how would you 
talk, and if you did, what language would you 
s peak , what would y ou feel? Would you feel like a 
human being or a wolf? ffould y ou have human 
reasoning and wha t k ind of s k ills would you have? 
How much art ability, for example, would you have 
if you were born in a den of wolves? Another 
case--suppose all your friends, y our family, and 
relatives were suddenly to abandon you, completely 
ignore you, and if you tried to g o some place to 
buy food or clothes and t he clerks wouldn't take 
your money, noone would speak to you, and if you 
tried to get a job, noone would g ive you one, what 
would happen to your pers onality then? Some pe ople 
think they are individuals and they have initiative 
to live by themselves but in that situation, well, 
some pe ople think it's an extreme case, but there 
are people who are living, just about ex isting, 
who can't or won't work , they have no family, no 
loved ones, they have no successful pe rsonal rela-
tionships, t hey have nothing to live for, and they 
live at some hotel and never go out or anything --
and that is a more real case than if peop le just 
shunned y ou. Well, different things affect your 
personality. If your mother worked and she could 
just about drag herself home to t h row some food on 
the table to feed you, you would feel differently 
towards the meal than if your mother spent all day 
p reparing it with love, money , time, and care. It 
would certainly have an e ffe ct on you. Consider 
the differences in the relationships in a small 
town and a city block, between a suburban comrr1unity 
andthe sl~~s, between a s mall high school and a 
~rge university. The relationship between a man 
and his wife and his children is different from 
his business associations and his friendships. 
And how do you feel toward other people? Is it a 
friendly or a hostile feeling? Some people think 
that the y just adore everybody, but when they stop 
to think of it, they fear some people for some 
reason or other. And how do you feel toward your 
employers and teachers and ~rents? How do you 
feel towards other races? Not just what you s h ould 
feel, but wha t you really f eel. And how do you feel 
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towards the opposite sex? And what do you say 
about them when there's nobody else around? And 
did it ever puzzle you that you're taught to love 
your neighbor ••• (unintelligible), why you're so 
dependent for 15 or 20 years and suddenly you're 
independent and have to g row up fast and stand on 
your own two feet, and why the members of the two 
sexes must avoid intimate contact all their lives 
and suddenly are thrown into the closest personal 
relationships. Vfuen you stop to think ofit, it 
sure is ~nfusing. Some people will try to avoid 
these problems and say they don't have problems, 
they don't think about them. It's something that's 
there t hat you can't avoid. Whether you are aware 
of them or not, they are there. 
'rhe third section was Personality and Culture. If 
you were to travel in different parts of the United 
States even, you would find different cultures from 
the one you live in. And if you visited different 
parts of the world and saw people who lived differ-
ently from yourself, a nd you really thought about 
it, you'd realize that where you live has a lot to 
do with t he way you live. The environs and customs 
of' the pe o-p le of the United States expect a man to 
make a success of himself and a woman has to marry 
successfully. In different societies it might not 
be that way , and the conflicts that arise from a 
sense of failure in one society might not arise 
in another society. An example would be that in 
our society we expect parents to punish t heir 
children for doing naughty things, while in some 
other society they would say, 11 I can see punishing 
somebody you don't like, but not somebody you love.~ 
It's an accepted thing in our culture to eat three 
meals a day, and if we don't eat three meals a 
day, they don't think much of us ••• (unintellig-
ible), whereas in another society it wouldn't 
make any difference. Try to imagine a typical 
small town on a Saturday night when things are 
going on. A town like that could be just about 
anywhere in the United States, but then try to 
imagine a town in Poland or India, andwhen you 
stop to think of it you wouldn't know what was 
going on on a Saturday night. Every time you 
~op to light a match, you think nothing of it, you 
accept it as a thing, as a part of your culture, 
yet it was a long long time ago when they first 
used fire to any advantage. And the same with 
driving a car, you don't stop to think who invented 
the wheel. And t he same with the clothes you wear, 
you don't stop to think how the fabrics were first 
l8l 
1 Inst: 
invented or woMen together. Every small thing 
l 'ike that when your culture is thousands and 
thousands of years old, c~verything fits into a 
pattern to make your culture much different from 
any other. It affects the way you live. Our 
culture is mainly an industrial society, and 
when the United States or any other country 
became an industrial society, it changed their 
culture almost completely. There was a migration 
from farms to city. The position of women and 
children c hanged. On a farm a child could be 
a help, he could help in the fields or help his 
mother in the kitchen, but in the city they're 
in the way, and immediately there became a de-
cline in the birth rate, and everybody wanted 
to know about birth control, and children were 
something you wanted instead of something that 
just happened. 'l'hey wanted to have the best 
for them and p lanned for their college education. 
Women's position changed too. In a rural area 
she wouldn't have much to do, but in;acity she 
could get a job and make something of her life 
if she didn 1 t get married ••• (unintelligible) 
Manufacturing led to larger schools, and every-
body seems to think that everybody that comes 
out of the schools is the same. And instead 
of s p orts for just a few people, there a re big 
spectator sports and big ball parks. It all 
stems from the fact that similarities in 
people living in the same country are not always 
due to their race, as they found out in America, 
because America has so many different races. 
It's due to the fact that t he culture they're 
brought up in has affected their personality, 
more than the race, as some of us had supposed. 
The end. 
You've had enough ideas given out here to last 
us for three days, haven't you? The first one 
I noticed you reacted to was in Nancy's rep ort 
of the class concept o f the other class ••• 
(unintelligible) You don't feel that the average 
man in the street do e sn't have a certain stereo-
typed idea of what the middle class is and what I 
the rich are, and that the middle class man 
doesn't have his two stereotyped ideas of what 
the poor man is and the rich man, and that the 
average rich man doesn't have his two stereo-
types~ ••• (unintellig ible) 
What else was shocking? 
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!Ins t: 
How about all those questions about that 
col~ ge boy getting to school. D~d you ever 
find yourself in that situation? I reacted be-
cause it happened to me just last night. Our 
culture broke down. One of tre kitchen help 
got mad t he other day and quit in the kitchen. 
Of course, it's not my problem, but it hit me 
at 8:00 last night, because I had to g o and 
open the linen closet and help the maid who was 
going in to help in the kitch en today, so 
t he refore couldn't put the clean linen out 
today. She and I did the night shift. We got 
18 sheets and pillow cases and laid them out 
in rows last night. Now when I went home from 
the off ice yest~rday, I didn't expect to spend 
a half an hour putting out clean linen last 
II 
night because my civilization broke down at a 
certain point. Don't you ever find yourself in 
that situation? Haven't you found yourself 
waiting hours for a train, not because the one 
you're waiting for is late, but five hours before 1 
a train had gone along the same track and had 
a wreck and several people were killed, . and so 
your train for which you we re waiting to go home 
for Thanksgiving or Christmas was five hours 
late coming into Providence. 
That's t h e reason for stopp ing and asking your-
self all those questions. It makes you stop 
and realize your depende nce on all those people, 
and that should make you a more tolerant and 
patient person, it seems to me. 
I don't want to draw any morals, but I kind of 
think that that's an important question for art 
students to ask themselves, isn't it? Because 
the stereotype of the artist is that he feels 
he's highly individual and he doesn't feel he's 
dependent on anybody else. ~Vho manufactured 
the pencil and paper with which you mak e a sketd1 
Vfuo organizes the school you're attending? 
.(unintellig ible) But I think it's just 
too complicated. When you think of all the 
stuff that an egg goes through from the time 
the hen lays the egg to the time you eat it. 
You don't need all those grocery men, and still , 
what are you going to do with them? You can't 
drive out to the country for t he eggs, you need 
one grocer, but you've got 10 or 12. 
Inst: What do you want to talk about today? 
Group: Why we came to col lege. 
Jones : And someone has told. us w w, too ••• Mr . LaFarge . He s aid to get 
an education. And I think i t is the correct reason f or going . 
Kashins: I think there ' s a l ot more to i t . 
Kol ey: More money - I thi nk the main reason is because they might be abl e 
to get a better j ob . 
Koch : A better j ob doesn ' t necessarily mean more money . 
I\ashins: You learn how to be on your own . In high school you ' re depend-
ent on teachers . 
Kell er: They tol d you what to do i n high s chool but they never t old you 
why . 
I<"..reischer: What 1 s that got to do ·with going t o college? 
Keller : They brought up the point of being on your own and in t hat way 
the teachers here help you . 
Kreischer: The question is "why" do you come to college. That is j ust 
a benefit you get . 
J ones: For many , many peopl e that i s t he reason fo r comi~g to college . 
Kashins: Even if you don 't want t o br eak away it 1 s a good t hing t o get 
out in t he worl d. 
Labbe: Are we tal king about this college or any co;Llege because no t all 
colleges have the same way of t eaching . 
I' Kashins: The thing is t hat maybe one t hing wrong with this college is 
maybe t hey shou;Ld have an honor system. There 1 s one donni t ory 
that has it. 
Kell er: 
'I 
I Kashins: 
II 
Jones : 
Kashi ns: 
Kaley: 
We ' re only freshman. 
You don 't have to have high grades especially to get into 
Taylor House . All good colleges have t he honor system. I don ' t 1 
think a freshman i s t oo young . 
Act ually no one has t o set up an honor system . If you want to 
have an honor sys t em I think it s t a rts with us. 
Wi t h an honor system ever,ybody f eels r esponsibl e . 
If it's not just in t he kids' mind they ' l l f eel more r esponsible . 
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Kashi ns: I was r a i ng an arti cl e about lv!t. Hol yoke . They have t he honor 
sys t em there . Nobody does break i .• Eve~body is under obl ga-
tion . 
Jones: We ' re way of t e subject. 
Lab e : s t at why they come t o coll ege? 
I~reischer: Did anybo y here come f or some other reason. Your personal 
reason is what? 
LaPlante: W y not make it personal . 
:rei scher: In the l ast class the instrLtctor said t1e re were many , many 
reasons why peopl e come to college. 
Jones : Coming to co lege eve~ person has a diff erent ided. 
Kal ey: The basis of it all is that , well, when t hey get out of college 
t hey ' 11 have the knowledge that it takes to do better and they '11 
get better money also. 
J ones: I t hink that reason is ver-y definitely r ecognized. The chance for 
a better occupation and job depends on it. 
Koch : 1'1'hy do peopl e go to colle~e and j ust take a Liberal Arts course 
which prepares you for nothing? 
Group : Oh?l Don ' t say that . How can you say that. 
Kashins : Arry of those things j ust hel p you to b ranch out. The very f act 
that you have a college education means something re gardl ess 
what you studied there. 
Labbe: I think what Janet means i s does it help you specifically. 
Kashins: All of us here have made a big gamble. We decided ahead of time 
what we want . After we' ve gone throu~h four years of a school 
like this it won 't be wasted , but if we had gone to a Liberal 
Arts s chool we woul d have a better preparation. 
Koch: It's ok. for someone with a lot of money to go to a Liberal Arts 
College first and then go to a school t o specialize, but a person 
i sn ' t going to earn thei r way through f our years and then some more 
years in a specialized school. I t hink they would know sooner than 
f our yea rs what they want. 
Koley: Someone starts a school i n one subject and he is encouraged by his 
t eachers to believe that he is good in that t hing but when t ey 
graduate they know just one thing . 
Kreischer: I can ' t see why there 1 s any difference between this school and 
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any other school. There must be a basis for eve~body being here so per-
haps we have already found ourselves. 
Kashins: You may be very interested in this type of work but high school 
doesn ' t give you any chance to go i nto any one type of wor • 
ny college has 10 or 15 history courses whil e in high school 
you have one. 
Jones : My sister can ' t make up her wind so perhaps she should go to a 
Liberal Arts college. But I knew what I wanted t o do. 
Keller: VJhy are we arguing about this. 
LaPlante: 1Vhat you're doing now is just arguing about the difference be-
tween a technical and a Liberal Arts colleoe . 
Kaley: If you ' r going to discuss a subject you ' ve got to go into it . 
Jones: You ' ve got to go into all the aspects of a subject if you ' re 
discussing it . 
Keller: I don ' t think we ' re benefiting any by this. 
LaPlante: I don ' t either . 
Iillshins: 1ost of us came to this college for the same reason. 
LaPl ante: You must have an idea why you' re coming here . Why don ' t we 
discuss what you hope to get out of it. 
Jones: Of course . The purposes have been mentioned. 
I nst: Did any of you listen Sunday about high noon to the radio program 
"Conversation"? They had Arnold Toynbee , Jacques Barzun and 
Arthur Schleisinger last Sunday. It was a very intellectual dis-
cussion. Nobody got emotional or frustrated. You might list en 
sometime just to see how a well conducted di scussion soun s . 
Kelle r: Why do they say that girls come to college to get a husband? 
J ones : Because it ' s true. 
Keller: They don ' t come here f or that reason. 
Jones: No . Because it' s not that type of school. I don 1 t thiP.k it 1 s 
anyt bing to lose any sleep over. 
Inst: These stereot yped reasons are not al ways true. 
Jones: I wa s goi ng to go to a. Junior College for two years . When my 
father and I went to visit t he school the Head of dmissions tol d 
me , 11 The nicest thing about this sc '1ool i s 11 and she named all the 
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Kashins: 
boys ' colleges near . Tha t was the main r ea son she had f or selling 
her chool; and so that ' s why they say t hat . 
The population at 
s ummer was mostly 
the new ir Force 
of enrollment. 
· . e SuJTl..mer School where I was i n Colorado last 
girls . 1.Ve vvere tal ing about the nearness of 
caderey and how there probably would e a r s_ 
· I nst: What else woul d you like to discuss today ? ~~bat are the vocationa 
possibilities of art sc_ oo ,~raclue. es ? 
J ones: Let ' s a l _ about is eff ect on our p::1rents. 
Inst: You m ow you are an unusual group , don 't you . You don 't get here 
as easily as to a Libera.l Arts college . I was noti ci ng as I 
correc .ed your tes t s which you took the f i r st of the year - so 
111 • .=tny of you are so detennined i n y om· choice of inter·3Sts. .nd I 
though at t e time - how many of these people have had to struggl e 
to get to come to this school. 
Jones: 'Ne have to fi crht not only our parents but a l s o our schools. I ,_ e 
1eard of school s ·whe r e tradi t i ons meant they woul d go on to 
~·lellesleu , Smith and so f ort h and t he school wants the graduates 
to 0 0 to these school s and they don ' t like it i.f they don 't. 
Kr·9is .her: I can ! t imagine a . v school tr-yine; t o tell you that ym __ ave to 
go to a particul ar school because otherwise you 111 hurt their 
school • 
• Jones : I n one school a boy wanted to go to Cornell and the adviser didn 1 
want im to go there and s o she didn ' t send the materia l to t he 
Admissions Office at Cornell because she was agai nst i t. He went 
over her head and had he things sent but it was late by t hen an 
it was only because he wa s such a good student that he didn 1 t lose 
out and was accepted. 
Kreischer: I can ' t imagine that. 
<Jones: Well, take it from me - you can bel ieve it because it happened . 
School s do play a big part in advising you whe re to . go . 
Doen:i.-'1.: I lmew that in the Catholic schools t he girls perhaps wanted to 
r.to to Wellesl ey but the school s put up a big fight to get them 
o go to Catholic colJ.eges . They do influence them a g reat deal. 
Kre ischer. You ' re bringing in rel igion now and there ' s no power that wi l l 
influence a person l ike religion. J ones was talking about 
select school s trying to influence you t o go to a ce rtain 
school. 
Keller: t my s chool they pract i cally insis t ed on any pers on out of that 
chool going into an art school, but one offering a degree . But 
· school was really against Rhode Island Sc1ool of Design. 
Kaley: counselor I was going to Rhode Island School of Design 
away he helped me. 
Jones: II school was a col lege preparatory s chool. 25 per cent went to 
W llesley . The accent there was very heavy on going to a Liberal 
A ts college. But at least they took t he individual into consi-
d ration. But lots of times advisers are prej udi ced. They want 
t send you to thei r alma mater or something like that . 
Hopkins: 
I nst: 
Jones: 
Dognin: 
Mason: 
I had a dentist once that thought I was going to l ive in a 
garret and starve when I told him what I wanted t o do . 
e t1e men had to put up a bigger fight t han the women to come 
e? 'What I mean by that is you can imagine a f ather sayine;, 
11 , I ' ll send Janie there because she ' ll probably be getting 
ried soon an::rNay and she might as . well learn how to paint" but 
h his son it would be a di fferent matter . He woul d feel 11 Can 
son obtain a good position afterwards , will he be abl e to 
port a wife successfully ,"etc ., and he very possibl y might be 
e reticent about sending him here . 
Tt e idea still hol ds that for the most part the women 1~11 get 
m rried but the fell ows have to have a good safe j ob. 
fuere do they think the architects and the indus trial designers 
/)me from? 
I think this hang- over about artists starving is unfortu..Tlate, but 
t e larger enrollment perhaps indicates that more peopl e are 
f' l l owing their bent . Art enters so nmch into everyday life that 
i · ' s impossible to get away from i t. 
Hopkins: It ' s sort of like a swing of the pendulum. Perhaps art is 
coming back up again. 
Jones: T1is attitude of art as a whole has come about because the accent 
o success has been security and people have rated art as not very 
s cure and some U..Tlfortunate examples have shown that artists don 1 t 
l ive very good l ives . 
Koch: Vihfre I come from people thin..l< that artists are very normal people. 
Kreischer : I don ' t think there is this conception. The average person 
woul dn ' t take that narrow viewpoint. 
Ka.shins: Places like Greenwich Village haven 1 t helped the situation very 
mu.ch . You ' 11 find that your great artists were inventors and 
writers as well. Nowadays they do shut themselves up sometimes 
and sleep and eat art . 
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Kres sy : Do you think that art is more insecure than other things ? 
Kashins: Yes, I do . No artist would live a~rwhere else in New York 
besides Greenvvich Village. 
Kreischer: You're talking about the pure artist. 
Keller: You 1 re talking about painters . The word. artist doesn 1 t mean 
j ust painter. 
Jones : How w4ny times when a member of their own family decides to go 
i nto art they say 110h, go into something more secure . 11 
Koch: The maj ority of people go to public school and their families don't 
expect them to go to Wellesley and aren 1 t surprised when they go to 
get a technical education. 
Date : 10/5/54 
Experimental Discussion l90 
- -=---==----== ---
Dognin: I was startled by the idea that they didn't clearly define psy-
chology. I think that before you can start studying a subject 
you have to know what it is. 
Jones: I think that the reason they didn't clearly define it is that they 
don't have a definite or clear definition for psychology. 
Kreischer: I disagree. I think it 's quite clearly defined - "Broadly 
considered, psychology seeks to understand the abilities, 
motives, thinking, and doing of people and is closely re-
lated to biology, anthropology, and sociology ." 
Dognin : I don't consider that a definition. 
Kreischer : From what I can determine the impression the book leaves you 
with is that it is a science, but I don't think it has defi-
nitely been clarified as a science though the book would lead 
you to believe that it is. 
Law: Will someone give me an explanation of object-to-object relations . 
Kressy : Say a person is looking at two colors. His impression of the 
relationship of those two objects would be object~to-object . 
Koch: Wouldn 't that be subject-to-object? 
Kressy: Object-to-object is the relation between those two in his mind. 
Kreischer: Actual ly a psychologist doesn't exp~ess his feelings towards 
these objects. 
Keller: In the book it tells about the doctrine which maintained that 
physical objects do not exist as realities but · only as. ideas 
in men's minds. 
' Koch : That's 18th century though. 
Keller: Isn 't that man ' s idea of object~to-object? 
Dognin: What about man 's physical relationship? 
Keller : I think that it's dependent upon his perception. 
Kressy : I don't understand what you are talking about. 
Keller : Read your book. 
Kressy: I read it. 
Labbe: Person- to-object is the relationship to physical things. 
Kreischer : In person-to-object it is how you handle an actual subject. 
- =- -~- -- - --=--------
Kreischer: I t can be utilized by man in any number of ways. Object- to-
object is dealing more with abst ract shape. The impression · 
you get from those shapes, they can t ell the type of work 
you've done or something like that . Those shapes all go back 
to your early life. 
Hopkins: The t wo objects either agree wi th one another or they are in 
discord. 
Kressy : If you place two objects in front of a person he would get an 
impression . 
Kreischer: You could get an impression . But they go deeper into it as 
to 11why11 you see what you do - why i s there such great vari-
ance in what each person sees i n j ust one object. They ex-
plain the difference is caused by your previous experiences. 
Kreischer: A psychiatrist is t~ing to make a better person out of you 
but I don' t see how these other people all fit in . Eve~ one 
of them come to conclusions but what actual good do they do -
a structur alis t fo r instance. 
Keller: They started f irst and your psychoanalyst came out of that. 
Kreischer : Is psychology the same thing as psychoanalyst? 
Jones: Psychiatry deals with the treatment. The psychologist analyzes 
but the psychiatrist treats. 
Kreischer: To what purpose? 
Jones: The family doctor might diagnos e but he ' d send you to a specialist. 
They work hand-in-hand. 
Kreischer: They l i st here all the types of psychology . Vfuat are they all 
trying to do? 
Koch: Before you can treat a problem don ' t you need a general rule to go 
by? You can't just set yourself up in practice without some rule 
to go by . 
Jones: It's like religion. They all are concerned with one main goal 
but in smaller things they differ. 
Kreischer: 'What i s psychology? Couldn't you almost say it ' s arriving 
toward psychoanalysis? 
Koch: These different schools are all a part of psychology. 
Law: These differ~nt men are just groups of learned men with different 
approaches all trying to get to the one aim - what makes a person 
t ick. 
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Kreischer: Then the psychoanalyst is onl y conce1~ed in one individual as 
a person . 
Keller: Don' t you think they nmst class him though so they can actually 
cure him? 
Koch : I think the reason fo r all these schools is one person couldn' t 
possibly discover all t hings about psychology so each person has 
taken a special phase they are especially interested in and have 
tried to fi nd out more ab~~t that . 
Labbe: I' d say 117lhat difference does it make? 1 
Kreischer : In a broad sense aren 1 t psychol ogists psychoanalysts? 
Keller: Psychoanalysis is just one phase. 
Kreischer: Look at Riesman- he' s got di ffe rent beliefs and he 's a 
teacher . He has a great understanding of psychology . vTho 
actually utilizes the informat ion that they are collecting. 
It is f or the purpose of psychoanalysis, isn't it? 
Keller : If we didn ' t have this information where would we be now? 
Kreischer: I understand they are collecting information but I don 't know 
what they ' re going to do with it. The only one t hat they give 
information about as to what they do with it is the psycho-
analyst. Are these other guys collecting it for the psycho-
analyst? The impression I get is that these others suppl ement 
the psychoanalyst but psychology is just f or t he purpose of 
helping the psychoanalyst. 
LaPlante: Why can 't we drop t his subj ect. Ve can all arri-ve at our own 
conclusion . 
Law: We can ' t j ust drop this thing. I think he has a point and we should 
go on and see if we can't find an answer. 
Labbe: You can jus t fish out of what has been said and decide what we 
think is right . 
Keller: We can arrive at a conclusion but who knows i.f it is right or not . 
Kreischer: I can see where the psychoanalyst fits i n but whe re do these 
other guys fit in. 
Dognin : I think all these men' s functi ons are on the same level. 
Kreischer: A resear ch doctor compiles his information for the surgeon 
and general practitioner . Then in psychology all t hese men 
are gett ing information for the psychoanalyst. 
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LaPlante: Just why do you think they are gathering this informati on for 
the psychoanalyst? 
Koley: A surgeon gets most of his leads on how to treat the person f r om 
the past experiences and information of other people who have 
gathered information. 
LaPlante: Psychoanalysis is a special division by itself. It applies 
only to a special phase of psychology. They apply all this 
informati on to certain cases. They themselves use the in-
formation. 
Law: He 1 s merely saying the psychoanalyist is the only one who applies 
the information directly . 
Kreischer : Then we just don 1 t know - is that right? 
Keller: I n this book we study about the body as well as the mind. This 
is only one chapter in the book. vVhy don 't you wait until we 
get farther on and maybe we 'll find out some of the things we 
don 't know up to this point. 
Dogni n: Haven't you ever read of doctors who spend their whole life in 
research. Maybe somebody later picks these changes up and uses 
them. ~ne psychoanalyst is perhaps using the knowledge of other 
groups plus his own information that he ' s picked up. 
Inst~~ctor: Do you see any anal ogy he re to some of the other sciences 
such as medicine or physics or chemist~ where resear ch is 
applied? 
Koch: In a lot of these different schools they're just theories as yet, 
but in later years may reach the point where they can be put into 
actual use by the psychoanalyst. 
Dognin: I don 't mean the psychoanalyst has reached his peak. 
Kreischer: The psychoanalyst would have t o be the highest one wouldn ' t he? 
LaPlante : Then why didn't they state that in the book? 
Kreischer : Can you see what I'm gett ing at? We're studying all t his 
business and I want to know what we 're studying it for. 
Kell er: We're not prepared to give you the answer . We haven ' t enough 
knowledge. 
Instructor: Is medicine j ust medicine, or is there osteopathy, homeopathy, 
physical medicine, surge~ vs. internal medicine. 
Keller : I don't know if you ' ve noticed your sheets that were handed out. 
They give us many more interesting subj ects that we could talk 
-.;;__ - =--- _.:=:.- =-= - -
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Inst: 
Kreischer: 
Ke ller: 
Koley: 
Keller: 
Kreischer: 
Kaley: 
Kreischer: 
Kaley : 
Inst: 
Milt's chosen ~uestion 2. Vmat are the overt and 
inner changes that might occur in a football play-
er's behavior who has been unfairly accused of 
slugg ing by the referee? After reading the book 
what would you say? The differences between the se 
overt and inner cha nges .::> in b ehavior if he's been 
unfairly penalized. 
Well, outwardly he would be quite aggressive and 
belligerent. Inwardly he would be quite emotion-
ally ups e t, and I should think he would be breath-
ing f aster etc. 
He'd p robably feel dejected too, because he was 
being penalized for something he didn't do. 
It says in the book that when a person is afraid 
his heart beats faster, his stomach contracts etc. 
and I was wondering if it was p ertaining to the 
same thing if a p erson was emotionally upset. 
Would it be the same thing i f a person was just 
mad? 
Yes, that's what happens. That's what I gath ered. 
The way I feel about it is that in all types of 
emotional disturbance the effe cts would be the 
same. I think with fear you have the same type 
of reactions pop up as in a ballgame when y ou're 
penalized or just plain in a ballgame. I think 
you have the same effect to a degree • 
• . • (unintellig ible) 
In other words f'ear must be ,- the basis for all the 
emotions then. It must all g o back to fear some-
how. 
Not fear, b ecause fear is just an emotion, just 
one of them. But your body reacts the same way 
as a safeguard or protection. 
Still all these emotions must have one basis, it 
seems. Your body reacts in the same way in most 
of them. There must be some basic principle. 
They must be closely relat e d. 
What are the othe r emotions that might be involved 
in this? He could really ge t to the point where 
he could ha te the referee, couldn't he ? We've 
been talking about his inner reactions, but wha t 
about his overt ones? 
Kreischer: 
Inst: 
Ke ller: 
Do gnin: 
Keller: 
Inst: 
Krei sch er: 
Koch: 
Inst: 
· ·ell, he couldn't really do anything about the 
refere e , so he mi ght possibly take it out on 
another p layer • 
• • • (unintelligible ) 
Have you ever observed someone's outward b eh avior 
when you knew that he had had some s u c h expe r ience 
as this? A student in the cl a ssroom who has 
just been ye lled at b y t h e instructor? 
It all d epends on the person. If a p erson has 
a very strong character, he will take it as a 
correctiou. In a way it would be hard, because of 
the other people. 
In the first place his ego is hurt by it. 
Yes, that's what I mean by being corrected in some 
way. A lot of people just tak e it in t heir stride 
and don't show any emotions • 
• (unintelligib l e ) 
Th e question was loaded, wasn't it~ It said he 
wa s unfair~ penalized. Would you exp ect his 
reactions to be different when he f ee ls he's been 
fa irly criticized? 
• • • (unintellig ible ) 
I fe e l in t he same way •.• I t h ink one of his 
first reactions, he 's probably start looking f or 
a supp ort. He'd probably try and ge t the coa ch 
to come out a nd argu e in his behalf. 
But t here aren't set rul e s in the classroom as 
the re are on the football f i e ld. ~Vhatever t h e 
r eferee sa~ t hat's it, while i f y ou don't like 
what t he instructor says, you can say to y ourself 
that h e doesn 't know what he 's talk ing about • 
. . • (unintelligible ) 
Do you think we've exhausted that question? 
We'll pass on to t h e next t h en . Demonstrate the 
i mportance of chronic emotional disturbances in 
the , development of several common ailments, say, 
stomach ulcer, high blood pressure, colitis. fie 
can go back to t ha t movie that you saw last week . 
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Lepper: 
Dognin: 
Keller: 
Labbe: 
Koley: 
Keller: 
Dognin: 
Inst: 
Mason: 
Kreisch er: 
Mason: 
Stomach ulcer is caused by t ensions, and t h e acid 
in t he stomach to digest f ood isn't digesting it 
e nough. It damages t he s t omach wall and causes 
an ulcer. 
They say you shouldn't eat when you're angry. 
Or when you're emotiona lly upset. 
Usually when y ou're emotionally upset, you're not 
fe e ling hung ry anyway. The b e st time to eat is 
when you're happy. 
I know some peop le who eat when they're mad to get 
the ir mind of f it, as someth ing to do. 
With t h e girls in the dorm, wh en they're emotion-
ally upset, the f ood g oes like mad. You can see it. 
Isn't that over a period of time though? If you're 
very suddenly emotionally upset, wouldn't you not 
eat? 
••• (unintellig ible) 
Wnat sorts of emotional disturbance is it that's 
supposed to f orce you to eat ing , which isn't sud-
den and tense? Someone who do e sn't have t h e abil-
ity to make friends and is lonely would b e lik ely 
to eat. Well, now, loneliness doesn't usually 
grip you, does it? At any particular moment it 
isn't upsetting you or hurting your system too 
much, so that a p erson might b e lonely for years. 
Haven't you read articles in magazines about the 
middle-aged fat p erson who k e e p s going to the 
refrigerator a nd eating? 
I read an article about a TV star who in h er child-
hood was very lonely and n ever h ad any friends 
and she just ate and ate. By the time she was a 
young g irl s he was enormous. Of course, now that 
she has an interest in lif e, she is a lovely girl, 
very attractive , a nd a wonde r f ul actress • 
• • • (unintellig ible) 
Well, that se ems p a radoxical. Vfuat I understood 
was you said she ate a lot b e cau se s h e was inwardly 
disturbed, is t h at right? 
She was lone ly. 
Kreischer.: And yet you said that she got enormous, and I 
thought that actually when you were emotionally 
disturbed you ate a lot because you were burning up 
that much more energy. 
Kashins: That was the type of thing that Miss Dooley was 
talking about, that loneliness was spread out over 
a long period of time, over perhaps a number of 
years in your childhood. It's something that didnt 
happen overnight. It's an accumulation. 
Inst: In other words, wouldn't it take a different type 
of frustration to make a person lose weight and 
burn up energy? We all know that there are ceFtain 
situations in which we find ourselves where we do 
lose weight. They're not loneliness, are they? 
Kreischer: But aren't all these particular ailments we're 
talking about t ha t actually destroy the cells, 
aren't they all for long? None of those are 
caused by short disturbance s . If they were, every-
body would have an ulcer, because it's normal to go 
t hrough the same reactions, so it wou~d have to be 
over a long period of time, and it would be that 
constant burning up of energy, at least that's 
what I thought it was, that got ahead of the action. 
Dognin: Yet there are some people who might have something 
disturbing them and not realiz~ it and they'd just 
be eating, not burning up energy, whereas a tall, 
thin, nervous person might eat and lose weight. 
Inst: Again we see that we can't draw these little lines 
and compartmentalize things , can we? It's not 
only the loneliness, that is the person suff ering 
from lfuneliness, which has an effect, but also 
there's a difference in the frustrations. Worry 
usually clears itself up in a few days, doesn't it? 
Not always, but usually, whereas the kind of lone-
liness that makes you eat lasts through the years. 
In other words, if you find yourself alone in a 
railroad station and are lonely you're not going 
to get fat. As soon as you get home and find ~our 
friends, you're not going to be lonely anymore. 
But a person who can't make friends, who never 
learns how, remains lonely for years. 
Mason: Well, eating is a pleas1ant occupation and there's 
no reason why a person wouldn't turn to a pleasant 
occupation when he's l onely. 
Kashins: But I don 1 t see why 'they don 1 t go out for some 
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Inst: 
Koch: 
Dognin: 
Ka shins: 
I n s t: 
Dognin: 
Kashins: 
Dognin: 
sport or something like that. Even if t hey went 
out by thems elves • 
• (unintellig ible) 
Now you see that if you r emain lone ly through tbe 
y e ars, t he eating remains something to do day 
a fter day. Now might some other person b eing lone ly 
f ind some other outlet? Does t h at mean t hat every-
body who is lone ly eats? 
No, s ome pe op l e take u p reading mystery stories 
or some kind of literature, and they f inally f orget 
about it. 
Yes, but when they come out of that mystery story, 
the y can't read forever, t hey find thems e lves very 
depressed and they realize that they're still lonely. 
(unintel ligible) 
Yes , but sometimes when doing thing s outside your-
self , y ou find out how small what's bothe ring you is. 
You go to a movie and see Clark Gable a nd Lana Turn-
er and y ou ge t all work ed up over their troubles 
and you ge t out and realize h ow stupid for you to 
be as leep , and this life is st}J:p id and why can 't 
life be t he way it is in t he movies. A lot of 
p eop le are lik e t hat. They 're living in a dream 
world~ 
••. (unintelligible) 
Well, why d o expe ct t hat in the middle of t h e 20th 
cen t u ry in America they have movie s and television 
e tc. in such great numbers? 
The happiest peop le are those t ha t are occup ied, 
and looki n g at television and se e ing a movie is in 
a sense being occupied • 
• • • (unin t e lligible) 
I feel tha t with televisi on, radio, magazin es etc. 
the greater viewp oint is all in the selection and 
the amount of time y ou put into it. 
Nowadays you c an ' t even talk to p eop le. It ' s just 
" Hello, sit down, we're look ing a t someth ing ." 
Things like conversation whi ch pe op le have considered 
arts are gone. You just sit by the television set. 
Keller: 
Kashins: 
Kreischer: 
Keller: 
Labbe: 
Koley: 
Keller: 
We ll, that's no art. 
But if you were to sit down to look at a certain 
program, then you}d be selecting what you were 
looking at. But when you look at any old story 
no matter how bad it is • 
• • • (unintelligible) 
Well, what I understand here is that all t he se 
things are escapes? Is that the idea? 
Well, some escapes, a temp orary escape, can be 
used to advantage. 
You mean to tell me that you're getting away from 
things when you sit down and watch television? 
Every person has to have someth ing to relax. I 
mean you can sleep to escape if y ou want to g o 
that far. 
I think you need it, but I don't think in excess 
is good. 
• •• (unintelligible) 
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Inst: I imagine that Mr. Maxfield bas already asked you 
this question, and maybe you have exhausted every-
thing on the subject, but I thought we'd start by 
talking a little bit about this self concept. ~~at 
do psychologists mean when they use that term--
self concept? I think it's the third assignment, 
and you should certainly have rome reaction to it. 
Yes, Miss McGuiness. 
McGuiness :Your understanding of y'oursel.f. 
Inst: 
Mason: 
Inst: 
Mason: 
Inst: 
Mack: 
Ihst: 
Mack: 
You think this self concept refers to a person under-
standing of himself. That sounds reasonable. Is it 
as simple as that, however? Do you think there is 
anything else to it? What goes into this self con-
cept? What goes into a person's understanding . of 
himself? How· does a person understand himself? 
Yes, Miss Mason. · 
Well, the attitude of hi~ parents when he's growing 
up. He's made · to feel he's an important person, 
and that whatever he does is approved of. Your 
p~rents' disapproval is going to affect your be-
havior toward other people. 
Yes, there seems to be a reciprocal relationship. 
If early in li.fe you're treated as though you were 
an important person, your concept of yourself is 
as an important person, and you treat other people 
as you think an important person treats other people 
or a person who has a high idea of his own importance; 
and it's possible that this hypothetical person we're 
talking about whose pare~ s treat him as though he 
were important treats other persons as though they 
too were important? Or do you think .he's likely to 
develop a superiority complex? 
He can't become too important but has to develop the 
proper relationship. 
I see, then there's a happy medium between bu~lding 
up this self concept and preventing it from becoming 
inflated. Do we have any evidence for the existence 
o.f this phenomenon? 
The movies. 
Tell us a little bit about it. The movies as evid-
ence that this self concept is an intricate and tricky 
business. 
Well, when a man was a boy he was the center of the 
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family and he wasn't allowed to do things by himself. 
His mother was always there to take the responsibility 
and he came to expect everybody to do things for 
him all the tlme. His father was just t~ opposite 
and treated him as though he was an equal . 
Inst: And what oort of an effect did the different behavior 
of h is mother and his father have on his personality 
development? 
Leveille: Well, he didn't have any confidence in himself or 
he became afraid of things and he always wanted 
attention, what he got from his mother and what he 
didn't get from his father. He wanted to be babied 
which was done by his wife. 
Mason: I believe he wouldn't be emotionally mature and 
would never want to face life's realities and prob-
lems as they come along. 
Inst: Yes, we're always looking in psychology for antecedent 
causes and consequent events, and we tie in this case 
the antecedent causes and consequent events a little 
more closely together? 
Manowitz: In the movie it showed quite a lot how he acted as 
a child though he was an adult. He hated to face 
the day , he hated to get up. It s h owed the basic 
insecurity. He was afraid to face life. It stemmed 
from his childhood. ~was never given a chance to 
f ind out thing s for himself, was sort of s mothered 
by his mother on one hand and completely ignored by 
his father on the other. 
Inst: You offer as evidence for this antecedent cause and 
consequent event this fact that during early child-
hood he was not expected to get up early in t he morn-
ing or he was not expected to assume responsibility 
or ••• 
Manowitz: Well, it became too hard for him. He was never made 
to do it even though it was hard, and that's how one 
gains experience and builds character, and he never 
had a chance to do that, and t hat made him afraid of 
life. 
Mason: Actually it's because he's rejected initially not 
because he's the center of the family. A ch ild will 
pretend illne ss to get the desired attention and love 
that he wanted. If he finds that it works then of 
course he will continue. 
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Inst: 
Mason: 
Mack: 
Inst: 
Mack: 
Inst: 
Mack: 
Inst: 
That sounds hard to understand, that he got a lot of 
attention because he was rejected. 
Well, he was rejected in the first place, but then 
when he was ill, he got a lot of sympathy and got 
attention that way. 
But didn't he almost die? 
Well, I think there was snmething in the movie about 
his almost having died when he was a child, but I 
don't know that this was actually so. 
His mother was afraid. 
His mother was afraid he was going to die so she 
treated him as though he were something very precious 
that she had to take inordinate care of. 
Maybe she thought he was going to die because she 
built up inside herself that s he didn't want him. 
I think maybe you imply that she would like to have 
him die but this isn't ~ery acceptable behavior on 
the part of a mother. She had guilt feelings and 
these guilt feelings cause her to over-protect the 
youngster. Miss McGuiness? 
McGuiness:I was just going to say she didn't want him. 
Inst: She didn't want him, and yet sh e over-protected him. 
McMurrough: Well, I understood in the -··movie ~ that he did 
almost die at birth, and it made here realize that 
she did want him, so she overprotected him afterwards 
because of that? 
Inst: I didn't understand ••• she did or s he didn't? 
McMurrough: Well she didn't in the begi nning, but when he did 
almost die, that's the way I understood it in the 
movie, that's when she realized that she did then. 
Michaud: Well, I was coming back to something ••• I forget 
what I was going to say. 
Martensen:His mother prevented his p laying with children his 
own age. 
Inst: How did she prevent it? Mr. Law~ 
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Law: I think it was his size. He was small and boys 
pushed him away and he built up an inferiority com-
plex there, plus his mother, she was so nice and 
everything, she always wanted to take care of him, 
that just helped him along. When the boys pushed him 
he just fell back in the shell his mother had created. 
Girls would baby him, and when he was going with 
girls he felt big, but boys just wouldn't have any-
thing to do with him. , 
Mason: I think his emotional difficulty was that he wasn't 
able to enter into competition. I don't think being 
small had anything to do with it, because there are 
lots of small youngsters who are very good at playing 
games or being real boys. He felt he would fail 
them, his mother and sisters, so it was necessary for 
him to compete. · 
Inst: Yes, this need for affection and need for attention 
was being satisfied by his mother and the girls in 
his environment, and so maybe from his point of view 
why risk getting slapped down by the tough kids when 
he was already being loved and getting a great deal 
of affection. 
Law: Even though he got affection from his mother and the 
girls he still wanted to play football until they 
pushed him away. 
Mason: Well, he was still a boy and would like to excell 
in that, but other people were entering into it. 
Law: He was a regular boy and wanted to play sports. 
Mason: It's like having a job; he wanted to go to work, but 
couldn't. I mean, it was all unconscious. 
Lanning: I think because of his mother's attention, his bro-
ther built up a resentment and he sort of got all the 
boys to resent it. 
Inst: Yes, and do you know the technical name for this 
hostility or resentment? Have you ever heard the term 
sibling rivalry? We have evidence of sibling rivalry 
here. His older brother did naturally resent the 
amount of attention that the mother and sister gave 
the younger boy, and so he took it out on them when 
he had the opport~nity by excuUding him from playing 
football and playing with the boys which the young-
ster very likely wanted to do. Why should he want 
to stick his neck out and play rough games with the 
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boys when his need for affection was being satisfied 
by his mother and his sister? 
Leveille: He didn't like the other boys calling him a sissy, 
so he tried to show them but they wouldn't accept him, 
so he went back to the girls. 
Manowitz: That's a perfectly natural argument. One whole side 
of him is destroyed, the side which likes sports and 
to play with other boys. I think that's where his 
father missed, he could have showed him and helped 
him. Instead he lost that one whole side of his 
family. 
Inst: By his father's refusal to accept him as a male, and 
by his father's refusal to furnish the youngster with 
a . prototype and example that he could follow, the 
youngster was in a state of conflict, in a state of 
disequilibrium to use that concept of dynamic homeo-
stasis. He didn't realize that he was a male and was 
different from the girls, and we're talking about 
his self concept, which we haven't returned to in 
some time; it's inevitable that every person learn 
his sex role. Now whether he learns it effectively 
and whether he learns to accept it depends largely on 
how he's treated. The most important people in deter-
mining the acceptance or rejection of the sex role 
are the parents. Now this youngster was very un-
fortunate in that his father seemed to be completely 
lacking in understanding of his duty as a father to 
inculcate his youngster with the idea of the male 
sex role. 
Michaud: Don't you think the self concept is almost solely 
governed by association with other people? 
Inst: You wonder if the hereditary factor is be i ng over-
looked in the emphasis we're placing on environment 
here; the choice of what any individual will do 
when prostrated, you feel, is dependent on much more 
than environment. How about that? 
Lovett: Well, it must be, because his brother grew up nor-
mally and he had the same environment. 
Inst: His brother grew up normally, and they had the same 
env1Lronme:1 t. 
Mason: It wasn't the same environment. Obviously the 
mother's handling of the young boy was different from 
the older. 
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Inst: 
Mason: 
Lovett: 
Inst: 
Then you don't agree entirely with Gail that they 
had identical environments. The parents are getting 
older, they may have gone beyond the stage where they 
welcome a new child in the family, and certainly 
their experiences in bringing up the other children 
influence the way they brought up this last baby. 
There were other conditions when the first child was 
born. 
It wouldn't make much difference to the children. 
The other was only six years older. 
I think it was seven or eight years. Oh, was it six? 
Manowitz: He probably would have had the father's love and 
affection too. Being the first born, the father 
probably went all out. When the other one was born, 
he just retired into a shell. 
Mason: I wonder if perhaps the mother's attitude toward the 
small boy had snmething to do with his father's re-
jection • 
. Lippman: I think there was a little interaction between the two 
because he felt that the mother was overshadowing him 
and thus didn't want to have too much to do with him 
and at the same time she felt the father was reject-
ing him so she took him in more. I think a lot of it 
stems from the father's attitude toward him. 
Inst: You feel we're having a battle over the youngster, 
not explicitly, but in their behavior toward him, 
rejecting the youngster, and the mother compensating 
for the father's rejection by over-protecting the 
youngster, and that in turn being observed by the 
father who says that he's getting all the attention 
he needs from his mother, so why should I bother 
with him, and so it's like a seesaw. 
Lippman: But I think something else was wrong with the father. 
Most fathers wouldn't want to see their son completely 
overruled by the mother. I think he would have tried 
to do something to get him away from it. I think 
something was wrong with him. 
Inst: You feel the father was at fault • . 
Michaud: I think that's what he was trying to do, but he was 
going about it in the wrong way. 
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Inst: You think the rather had good intentions but his 
methods were bad. 
Manowitz: Maybe the rather relt that he hadn't got to the age 
where a rather should take him over. Some rathers 
reel that when a child is rive or six he's still a 
baby. 
Law: I thought that the reason that the rather treated his 
son like that was because comparing the two one was 
a normal boy and played sports and the other was 
always tired, and he just didn't want to bother with 
the child because he was like that. But then I 
suppose as the child grew older, he began to treat 
him as an adult young man. Because he couldn't 
take care or himselr didn't matter right now because 
his mother was taking care or him. 
Inst: Then you're developing t h is new idea in our discussion. 
Many fathers in our society do not perceive the boy 
as a male until he reaches an age when he's desirable 
companionship ror the rather, when he can take him 
rishing or to a baseball game, and not have to worry 
about the kid ralling into the water or getting lost 
in the subway or something lik e that, and so during 
this period the c h ild is developing attitudes, parti-
cularly this selr concept, (I don't know ir I 1m going 
beyond what you said) and you reel, this is a critical 
period when the rather should be participating more 
actively in developing this selr concept. 
Manowitz: There's a theory that that's supposed to be the most 
important time, right between when you're born and 
when you're six or seven, because that's the stage 
that arfects your entire life, and that's what keeps 
coming in later. There shouldn't be a pull. I don't 
reel there was a conscious battle between the mother 
and father. I think it was unconscious, and when you 
have something like that you can't help but have a 
very mixed up lire. 
Lotinco: I think the fact that he was the last child had a lot 
to do with the way he acted because he was always 
rererred to as the baby of the family, and as a result 
probably s p oiled. 
Inst: Yes, his position in the ramily made it inevitable 
that he would be treated as the last boy, as the 
youngest, as the baby, and the baby in the American 
family gets a special kind of treatment, and you 
think it's just a case of the baby treatment typical 
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Mason: 
Inst: 
of the American family structure? 
Well, this is really an over-exagerrated case. But 
I think that in most families the youngest child 
when there's been a lapse of some years is treated 
with more love and attention from his older brothers 
and sisters, but this is abnormal. 
I see several of you shaki ng your heads. Do you 
want to add something to that? 
Leveille: I don't think so. I think he's too spoiled, not 
really spoiled but I think the youngest child in the 
family is maladjusted. 
Inst: You feel t h en that our h ero was spoiled beyond the 
expected degree of spoilability of the baby of the 
family. 
Lotinco: What kind of a sickness would you say he had all 
through his childhood~ It wasn't the measles or 
anything lik e that. He was sick in his mind. 
Manowitz: Psy chsomatic? 
I nst: Naomi said psychosomatic. It ' s a new word for me. 
Tell me what you mean by it. 
Manowitz: You can become ill if you think you are ill. If you 
sit and worry and worry, you can become ill. 
Inst: Do you think this Child sat §:nd worried? 
Manowitz: No, he used it. He wanted other peop le to worry. 
Inst; 
He didn't worry. 
get love. 
He used it at first as a means to 
Allright. Margrit, can you tell us a little more? 
Lippman: He undoubtedly did get a lot of ~ttention, so he just 
laid it on more. 
Inst: When he found he could get a lot more attention this 
way, he used that as a technique to gain more atten-
tion. 
Martenson:I don't think he did it to get more attention.! think 
maybe it was his mother's treatment of sickness. 
Maybe everytime he had a little sore throat she in-
quired very anxiously about it, and get him all work ed 
up, so that maybe when he did have a funny feeling in 
his throat, he started thinking , 11 0h,I'm sick, sick." 
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Inst: You think his mother's concern over very minor ill-
nesses was the basic cause of his choosing this 
particular syndrome of defense mechanisms to get 
satisfaction from life. Do you know what syndrome 
means? It means a group of symptoms, a natural 
grouping. For example, this fatigue 8E belief that 
you're ill all the time when actually there's nothing 
organically wrong. Those very often go together. 
A syndrome is a group of symptons that usually go on 
in some disease category. You feel that his mother 
was basically at fault. 
Mason: Well, that may have been the way it started. But I 
think when he did receive the love that he wanted 
and when he felt particularly insecure would be the 
time he would feel ill. But I wondered, the reason 
the child felt unhealthy, when it came time to eat, 
that would be another way of getting attention. "I 
don't feel like eating. I'm not hungry. I don't feel 
well." 
Lotinco: I think if the child had been given more responsibility 
it wouldn't have turned out the way it did, because 
if he had had something to figure out by himself, 
he'd be depending on his o~~ decisions rather than 
someone else's. 
Inst: Maybe we can end our discussion at that point. I 
think at the end of the lecture the other day I men-
tioned that you as potential parents remember only 
one rule from this course. It should be, " Never 
do anything for t h e child that he can do for himself. 11 
Maybe if that had been app lied to this youngster, as 
an adult we would neve r have seen this sort of 
emotional illness. 
Manowitz: That's pretty difficult, too. My sister lives in t~ 
country, in Scituate, and she has one mild five and 
one six, and she lets them walk to the mailbox which 
is a mile away, but she says she worries all the time 
they are gone. Yet she wants them to learn to be 
responsible. They're instructed not to get into cars, 
etc., but when they're gone for an hour and a half, 
she says every single minute is terrible for her. 
Inst: Well, it is painful, this willingness to let the 
youngster take chances. 
Manowitz: In the older times, when the child was told not to 
go near the stove, not to touch it when you're cook-
ing, and the mother lets the child get burnt and 
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Inst: 
that's the best way. You may say it's cruel but I 
think it's wonderful. 
You will agree that the best way to learn is by your 
own experience. 
Manowitz: Yes, I can remember that I was a little terror and I 
never listened to anyone. 
Inst: The best way to keep the child from the stove is to 
let him get burnt. 
Lotinco: You think the strap has more influence than the 
psychology book. 
Manowitz: The strap, you're inflicting on him, but if he in-
flicts it on himself, I think. 
Inst: Raymond thinks that psychologists are opposed to this. 
Is that your impression? 
209 
-==-==-----~ 
Instructor: The Last question in the discussion I thiru( should be 
answ·ered by us and cannot be answered by the book. Do you 
suppose that a study of Hichaelangelo 1 s biography, notes or 
diaries from a psychologically sophisticated viewpoint would 
help you in understanding his creative masterpieces? 
I'1a.cDonald: Possibly to some extent but there would be some facts that 
the biographer would not feel important and might omit • 
Instructor: Then you do not feel that you can get anything from it? 
IVJack: You can to some extent but not a full understanding. 
Loturco~ I gained a lot from the biography of 11ichaelangelo. 
Instructor: In what respect? 
Lippmann: Well, I learned something of his work from his life. 
Instructor:: What he thought was good art, his backgrolind as an effect on 
his art, how he was brought up, etc. 
11ason, E.: Biographies make his paintings more interest.ing and 
understandable. 
Instructor: Does anyone else have any thoughts on this subjectY You 
people are planning to be designers so I should think this 
question uould be of interest to you. Do you feel you should 
study anyone's life being designers and if so, what do you 
expect to get out of it? 
I'1a.son, E: Perhaps in studying any designer you could become aware of 
life, background and, therefore, what inspired them. 
Instructor: Do you feel you could learn anything else? Do you feel that 
learning how other artists faced problems .could help you 
with your problems or do you feel it is entirely different? 
Hartensen : I think that basicallY all these problems would be the same 
since everyone meets a certain amount of difficulty and it 
could be good to learn, from a biography, how other people 
have overcome their problems. 
Lippmann: I think we go through different periods in our lives and any 
painting means more at a different time. 
}iartensen: The artist might have been doing still life because he could 
not afford a model and you could learn this from a biography. 
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Instructor: Does anyone feel that it is not important to study the artist's 
lifet 
Lippmann: 
Instructor:. 
Ma.nowitz: 
Instructor: 
Lippmann: 
r, Leveille: 
Hartensen:: 
Are we speaking strictly in terms of the Old Masters? 
No, this may be applied to all. 
Biographies of present day artists give us more insight into 
what lies ahead for us when we get out. 
Then you think present day artists are more similar to us 
than the Old 11asters. 
Yes. 
That has nothing to do with the problems to be faced; they 
are always the same. 
Basically, yes, but not always exactly. 
Instructor: What do you think the effect would be when applied to a man 
like V anGogh whom people say was crazy. Do you think that 
knowing his background would change their opinion? 
Ma.nowi. t z: Yes it would if they knew how and why he painted. If they 
understood that, the paintings would mean more. 
Instructor:: Do you think a biography can spoil appreciation? 
Mc:tvlurrough: 
j' Instructor:: 
Manowitz: 
l\fa.rtensen: 
Instructor: 
Loturco: 
It could but I read the life of VanGogh this summer, a novel, 
.and it certainly gave me a better understanding of his 
work. 
Well, I wouldn't rely too much on that, as novels are not 
always too accurate. lihich brings up the question of 
misrepresentation. Can that happen? 
An example of misrepresentation would be the life of 11ary 
Lincoln. The picture given of her in her early biographies 
is now being disproved. 
Biographies help to understand paintings but if you don't 
like them, you never will. 
Then you don't think biographies have any effect? 
You can understand the artist and still not like the painting. 
The House on the Hill, for instance, I understand VanGogh 
but I don't like that one. II 
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Lovett: What don't you like about it? 
Loturco: The color treatment - all that blue. 
Hack: But he uses the same color treatment in all his works. 
Ins·t.ructor: Do you think a painting stands by itself? 
Loturco: I think that by reading the life you do not necessarily 
understand the painting but you do gain an appreciation of 
how the artist did it and perhaps why. 
Leveille: This past year I couldn't see anything in the old school but 
I took a course this summer and now I like them. It is 
probably because I understand them more. 
1Jf..anowitz: I think that the study of the artist does give you that :rrmch 
more understanding of what the artist has done. But 
biographies can be erroneous because the author has a very 
definite reason for writing the book and the best thing to do 
is to read as many biographies about one man as possible. 
}~galetta: Reading does give greater understanding if for no other 
reason than it gives a picture of some of the problems you 
may have to face when you get out of school and it shows 
what other artists have gone through. 
Instructor: Psychology is interested in human behavior and the specific 
kinds of human behavior. Is it related to any other sciences? 
NacDonald: Biology, anthropology and sociol ogy. 
Instructor: Can you give us a little more on t hat? 
Lippmann: Biology treats living things, anthropology treats the 
beginnings of peoples and their civilizations and sociology 
studies the relationship between people. 
Instructor: "What kinds of human behavior are of particular interest to 
the psychologist? 
11a.son, S: Person to person, person to group, group to group, person to 
object and object to object. 
Instructor: What is person to person relationship? 
Lovett: That could be divorce and marriage 
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Instructor: Person to group? 
:tv'iacDonald: That would be how a person reacts to a group. This class 
for example. 
Mano'Witz: Or the individual in society. 
Instructor: Group to group? 
Fsck: That would be the relationship between countries or 
organizations within countries. 
Instructor: Person to object? 
11artensen: That is the use that the individual makes of the objects 
around him. 
Instructor: Object to object~ 
1-iano'Witz: The example given in the book was a fur teacup. 
Hack: I don't understand that one. 
Instructor: That last should be of great interest to you people because 
in all your work here you are creating optical illusions 
and hoping that others will realize what it is that you are 
doing~ There was a school of art about 1920 that tried to 
make everything complete nonsense. The fur teacup is. 
l1ack:. I gathered that. 
Instructor: The Nude Descending the Staircase was about the most 
reasonable. Now, do you think psychology should be termed 
scientific or not? 
:tv'.ti.chaud: It uses scientific methods so it should be a science. 
Lippmann: What is a science? 
1-'Iano'Witz: Its a study based on facts. 
~--=-
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' 1 
I Instructor: 
;:,_acDonald: 
I 
il 
Instruct or: 
II 
Loturco: 
Leveille: 
Instructor: 
.I Law: 
'I Instructor: 
.iv·anovri tz : 
Law: 
Ar e there any questions on the chapter that interested you? I' 
I wondered 'vvhy it was that the baby has such a strong grasp . 
Doesn 't it go away after a time? 
Can anyone answer that! 
I wondered about t hat and also why the baby has a Babinski 
instinct. 
It is a handy way to check the nervous system. 
Why does t his instinct change to another ref l ex? 
Because the nervous system builds up to f ull strength. In 
the beginning it works separatel y and coordinates later on. 
Is the Babinski instinct uncoordinated? 
No, but it is not so complex as the nervous system which 
develops as t he chi ld grows. 
I want to know if the dif'i' erence between ability and instinct 
is past experience. 
li I nstructor: 
1
! Magaletta : 
·what is your answer? 
I think it must be pas t experience because when the child is 
first born it can do only the most elementary things and then 
later on it can do more . 
II 
Loturco: 
it;ason, _c:; • ~ .. 
'VVhat about heredity? 1Nouldn' t your inherited ability to l earn 
enter inl I don't t hink it is only past experience. 
Heredity, environment and time are the t hr ee t hat lead to 
development . 
Instructor: What was important in relation to time? 
Lovett: I t hink the book pointed out that time was important in 
certain periods of maturation - mus cles , brain cells and so on, 
don't develop until a certain time . 
I nstructor: I hope you all realize that these things do not just happen in 
a haphazard ·way - each reflex is definite and when replaced, if 
replaced, it is by a reflex just as definite . 
( Pause) 
I ns tructor: Is an artist a result of heredit y or learning? 
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Loturco: It is a combinati on of both . You get about half :t'rom heredity 
and you impro•, e it through lear ning . 
1-iack: Art is an ability and you cannot inherit that . 
Mason: You can inherit an aptitude for art . There are very young 
childr en who are gi fted and t hey must have inherited their 
tal ents because they do not have sufficient past experienc e to 
base it upon. 
Mack: I f ever yone could learn, then ever yone vmuld be an artist . 
Jll,ason : But you have to have the desire to learn too . 
' iv~ack: I think it is al most all heredity but you cannot always tra ce 
it . There are too many f actors invol ved . 
11 Manowitz: If. you traced back, you would probably f ind quite a few 
ancestors who want ed to be art i sts but just never followed it. 
1\l!ason: .Jel l , art is mor e to me t han just dra·wing; i t is a sense of 
col or and design and so on . 
I nstructor : Is it inherited? 
Eanowi tz : Yes • 
Instructor: Then why are you here? 
r~: ason: To i mprove on it . 
r~ .. anowi tz : 'roday an artist has t o draw in a cer t ain way and he has to b e 
trained to it . 
Instructor: But what about an artist who has never had any training? 
Leveille : 
1 1vianowi tz : 
r!;artens en: 
Ever yone has traini ng of one kind of another; it doesn't have 
to be for mal trai ning . 
I n the beginning an artist would draw or paint somet hing and 
people would like it and follo·vr his exarqD_le but he di dn 1 t have 
any training except his 01~ . 
Then that ~~uld be heredity and no t past experience . 
But t here was always some for m of art . Or iginally , it was a 
method of communi cation f or the cave people . They were all 
done for practical purposes rather than j ust as pictures . 
:I 
II 
Instructor : Is art for art ' s sake? 
Leveille : VI! ell , I don 1 t know how it is n01·v but originally it was just a 
s ys tem of communication and then it probably developed into 
something more . ' 
Instructor: \JThat about the rest of you - do you f eel it is an artist 's 
her edity or something pi cked up along the way? 
Eason: Is there an answer? 
Instructor: No, just theories . However, there should be many arguments on 
it and especially from you people . 
Leveille: Art abili ty is similar to musical ability . Even if you have 
the desire to play and the interest, if you do not have t he 
ability you will never play well . The same applies in art, 
you can take l essons and practice and all and not be a good 
artist or painter . 
Instructor: If you were to take someone with ability and don ' t train them 
and someone without ability and t rain t he, rill they come out 
equal ? 
li!anowi tz : I t hink he will not only come up to the person with the natur al 
ability but will in some cases excel . 
Instructor : -:lhy: 
Law: Well, t he :r;:>er son with natural ability, left alone, will draw 
things only as he s ees them while the p erson V~d. th training will 
develop t h e right way to s ee and the right way to draw what he 
sees . 
I ns tructor: Suppose you gave the person -vvith natural abil ity just a little 
training . Woul d he catch up to t he person >vi thout natural 
ability but a great deal of training? 11 
iv:artensen : Yes , h e would . 
Instruc t or: Then you believe there is somet hing in heredit y . 
r1:anovd tz : I do , definitely. 
~~;as on: I t hink it is just a desire to learn and heredity has nothing 
t o do ¥r.i..th it . 
Law: You s ee some pianists v\ri th years of t r aining and they still can-
not play but some with only a few months can play quite well . 
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1 iiiartensen: But some of that mi ght depend upon whether you like what you 
are doing. If you like playing the piano and you will 
practice and if you pr actice, you "V'.rill be good . 
ifanoV~<'i tz: VVha t about child prodigi es? 
Law: There must be something of heredity in that because they don ' t 
have enough time to pick up that much past experience . 
Mason: Einstein ·was the s on of an inrrnigrant vegetabl e man and look 
-v ha t he has done . He certai nly couldn 1 t learn from his parents 
and none of his brothers or sisters have accompl ished what he 
has . It just couldn ' t be heredity or envi ronment . 
GcGuinness: I think there is something wrong ·with minds that develop too 
quickly. 
' Leveille: 
Lotu.rco: 
II 
Lippmann: 
I' Eanowi tz : 
I 
•I Lippmann: 
I 
11 LotUI·co: 
I . . 
' ;•nason: 
That is just an old superstition. 
:No-v·:adays, there are special s chools f or chil dren who are way 
ahead of their age groups where they can l earn things at the 
level of their own highly developed minds and where they are 
taught to use t heir special abilities . 
A gifted person is the result of an accunmlation of factors 
which have all come together in one person after maybe genera-
tions of being dormant . Each f orbear may have had one specif ic 
specialty and finally they all came together in one . In some 
cases you can trace it back and f ind the" answer and in others 
you can ' t . 
But was there anything in Einstein 1 s background . 
I don't know that much about his background except what someone 
just said about his father and his grocery store . 
wouldn ' t heredity have been more import ant in his case t han 
environment? Because if it were environment then his family 
would have done as much a s he . 
Yes, but they didn ' t . 
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Inst: 
Inst: 
Mason: 
Iv'ii ch a ud : 
Manowitz: 
Mich aud: 
Inst: 
Have you ever heard somebody make t hat r emark 
before school opened in September? 11 I wonder if 
the teacher will like me. 11 What years do you 
associate that with? Of course, what you'll be 
much more likely to say is, "I wonder if I'll lik e 
t h e teacher." Is there any age limit on that one? 
But you do expect a sligh t age limit on, "Will the 
teacher like me?~ showing worry and anxiety • 
• • • (unintelligible) 
Ere you still asking yoursel f the question, 11VVill 
the teacher like me?" If you haven't lost it yet, 
do you think you will in the course of the next 
three years? If you go to M.I.T. or Yale to do 
graduate work , will you ask yourself, "I wonder 
if t h e great man who lectures in this advanced 
course is going to lik e me." Do you think there's 
ever a time when you stop asking that question 
subconsciously? About t h e new neighbors next 
door, your new employer etc. Will that fellow I 
just met at the club last night lik e me? Let's 
get back to the question. What sort of changes 
might be p redicted as a result of equally severe 
frustration of a psycholog ical want? Do y ou sup-
p ose that t h is person at any age i f he feels him-
self unloved there will be changes? 
If just one teacher in one class doesn't like you, 
I don't see that that can be a cause of severe 
frustration. If your personality is such that 
people don't like you generally and you p robably 
feel that everyone dislikes you, t hat's another 
case. I mean that you're certainly not going to 
bave an emotional breakdown because one person 
doesn't lik e you, or even t wo or three. 
I thiruc it all depends on the persons who dislike 
him. It depends on how i mportant he thinks it is. 
He's certainly gcl .ng to f eel d e jected if his 
mother and father disliked him. 
He'a feel more than dejected if h is mother and 
fath er dislik e:ihim. 
I just used that as an examp l e . 
Mr. Mack, do you g ive people in general the right _ 
to dislik e you? Do you expect a lot of people to 
disli~ you? If word gets back to you that a 
person was hear~ saying that he didn't like y ou, 
would it ups e t you? 
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Mack: 
lVIanowitz: 
Inst: 
Manowitz: 
Inst: 
Michaud: 
Inst: 
iViichaud: 
Inst: 
Magaletta: 
Inst: 
Mason: 
Inst: 
Inst: 
Mason: 
...:... 
I don't know. 
Well, it depends on how you felt toward him. 
In other words, if it were someone you wanted to 
make a hit with, then what? 
You'd wonder what you had done to make him turn 
against you. 
Would that word getting back to you that _a person 
didn't like you get you to the point where you 
would wonder if anybody lik ed you? 
I think it would depend on how that person would 
be generally accepted in the group. If it was 
somebody well respected, then you'd begin to wonder. 
If he were President of the class, would it bother 
you more? 
I don't think that just popularity would be of any 
consequence though. 
We ll, let's try another question. In what way 
do biological drives differ from psychological or 
social motives'Z 
They give the explanation in the book t h at biologi-
cal drives are ones which are tissue needs like 
searching for food, but psychological ones are love 
and things like that. 
\ifuat about social motives though? 
••• (unintell igible) 
Your attitude toward different nationalities, races 
and relig ions. 
.(unintellig ible) 
In what way do biolog ical drives differ from these 
other two. We can toss them together • 
• • • (unintellig ible) 
That's a nice distinction. 
necessary, do you suppose? 
the love for p eop le? 
Which of those is more 
The love of people or 
You can't have one without t he other. 
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Leveille: 
Lotucco: 
Inst: 
Lotucco: 
Lovett: 
Lotucco: 
Mason : 
Lotucco: 
Mason: 
Lovett: 
Inst: 
Law: 
Inst: 
Law: 
Inst: 
Law: 
I was thinking why couldn't a person be indiffer-
ent 1 not love or hate. Liking a person and loving 
a pers on are t wo different t hings. 
I think the reason people commit suicide is a mat -
ter of love, its absence or something like that. 
Do y ou think a person would be likely to commit 
suicide from hunger? 
Well, if he gets down to where he's a pile of 
bones, I think he would. 
I think for a person to commit suicide or do any-
thing like that he must be rather unstable anyway. 
Many pe ople lose love someway, but they always 
let it go by and they do something else. Some 
women want to get married young, but as time goes 
by they just say "Well, I'm go ing to be an old 
maid," and let it g o at that. They settle down to 
that kind of life. 
But you still have the love of your parents , y our 
brothers, cousins, friends. 
But still the idea of affection is someone who. 
But you can still have affection even if you're 
not married. 
About co~~itting suicide and being unstable, I was 
wondering about when the stock market crash came 
and all those people jmnped out of windows. 
Vvhat made a man jump out of a window on Wall Street 
in 1929 and 30? 
Well, he couldn't face it. He didn't have any 
rnoney and most of those guys had big houses and 
families and businesses and without money . 
there was social disapproval. He couldn 't stand it. 
You don't think it was t he loss of the money that 
drove him to it? 
No , it was the things that it bought. 
Do you think love may have had something to do 
with it? 
It could have . 
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Inst: 
Mason: 
Inst: 
Lotucco: 
Inst: 
Ivianowitz: 
Mason: 
Lippman: 
Leveille: 
Inst: 
Inst: 
Lov e of what, do you suppose? 
Maybe his wife and his money went out the window. 
In other words you're already challenging t he 
statement that it was love of money t hat caus ed it. 
About six voices murmured "money." He loses his 
money, he jump s out the window, it must be be-
c ause he loves his money. I k now the story of a 
man in my town who was supposed to have co@nitted 
suicide, but it was concealed, and the insurance 
was paid because he realized he was of more value 
to his family dead with ~~100, 000. insurance than 
alive with no money. Do you supp ose that story 
could possibly be true? 
••• ~nintelligible) 
He must have loved his family to do a thing lik e 
that. 
Do we all agree on that? 
••• (unintellig ible) 
I don't think it was love or family or anything 
lik e t hat. I think it was probably because he 
didn't want to face life, he didn't want to g o on 
working, or he didn't think he could find a job. 
I think it's just an excuse. It's easier to say 
11 0h, my family will be taken care of 11 than to 
work and rebuild it. 
We have to know a lot more about it to judge. 
(unintelligible) 
(unintellig ible) 
Love is a physical drive and has to be learned. 
If it isn't learned, a pe rson can't live with out 
it, but if it is learned, a person can f orget it • 
• . • (unintellig ible) 
I You ca n see that they are opposed, arent they? 
Physical love over here and spiritual love over 
here. 
. . . (unintelligible) 
You were g oing to ask a question? 
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Manowitz: 
Mason: 
Manowitz: 
Mason: 
Inst: 
Martensen: 
Inst: 
Lotucco: 
Inst: 
Lotucco: 
Mason: 
Lotucco: 
Inst: 
Lotucco: 
Inst: 
If you don't have love, how do you feel? Does it 
· affect you badly enough to kill you? 
Well, look at men in prison, they're still living. 
They're considered outside the pales of society. 
But physically t hey're living. 
And they don't have any love? You don't pick u p 
a paper and read that so-and~so blew up a safe with 
the help of his prison pal? 
I imagine there's friendship among thieves. 
They're still human beings, aren~ they? Do t hey 
h~ve the same drives as you and I? The fact that 
they've stolen money from the local bank doesn't 
make them really different from the rest of us. 
Has anyone read " My Six Convicts'&" 
Wnat happened to spiritual love? 
It apparently got answered in the discussion. 
Isn't physical lo.re more of an infatuation? It 
dies out. 
If there's just physical love. 
That's what I mean. 
What happens to it after a while? 
It dies out. 
•.• (unintelligible) 
But there are happy marriages of twenty-five 
years' standing that started out with physical 
infatuation, aren't t he re? 
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Puri: I think Mr. Ho should study psychology and find out the negative 
reward doesn't work for everybody. 
Nicholas: Yes, you get it time after time after time. 
Poisson: Some people are induced to give more effort if they get a bad 
mark, and then there are people who get discouraged when they 
get a bad mark. 
Inst: ~~. Ho should use reward rather than punishment sometimes? 
Puri: Sometimes he should anyway. It is not that I want my ego to be 
built up, but at least I would like to know that I am getting 
s omewhere sometimes. 
Inst: You like a pat on the shoulder once in a while. 
Poisson: That is very childish. 
Inst: Lee gets his satisfaction from within, he doesn't need any pat on 
the back. 
Puri: We cannot all be self-contained. 
Inst: Self-satisfaction brought about by accomplishing things and not 
being told. 
Relli: How do you know you are accomplishing things if you are not being 
told? 
Poisson: If you do something and really like it. 
Puri: I think everybody would like their own anyway. 
Relli: If you do something and don't like it ••• 
Poisson: You don't turn it in. 
Puri: The question is, you do something you like and you think it is 
all right and you never get any encouragement. 
Poisson: It is right until you prove it is wrong. 
Puri: How can you tell yourself it is right because you are doing thiJ.J.gs 
you like? 
Poisson: If it seems right to you, you are supposed to have enough 
talent if you think it looks right it is right. 
Oliver: That involves a long philosophical discussion. \Vhat is wrong 
and what is right? 
223 
Poisson: Nothing is really wrong and nothing is really right. 
Inst: Up is up and down is down. Up is also down and down is up. 
Everything is everything and nothing is nothing. Everything is 
equal. 
Relli: Right now we are up and tonight up will be down and down will 
be up. 
Morehouse: How high is up? 
Relli: As far as you want to go. 
Puri: It reminds me of an old Chinese fable. It is denoting what is 
good luck and what is bad luck. Once there was a rich nobleman 
who had a horse that ran away and he s aid it was bad luck. Months 
later the horse came back with a lot of horses, he said it was 
good luck. Then his son fell while riding the horse and broke 
his leg, he said that was bad luck. Then the country got into a 
war and his son didn't have to go to war because of his lame leg 
that he had broken in the fall, he said that was good luck. 
Miskolczy: That just proves that bad luck is good luck and good luck 
is bad luck. In other words, t he bad luck in each ca.se 
brought about the good luck. 
Poisson: One man's luck is another man's fortune. 
Morehouse: One man's meat is another man's poison. 
Poisson: Vfuo is to say design is bad and who is to say design is good. 
If you think a design is good, nobody can tell you it is bad. 
Nicholas: They can tell you, but that doesn't say they are right. It 
all depends on what is good according to your standards. 
Poisson: It would be bad in their own little minds. 
Inst: Ther e are no universal standards of good design or poor design 
then? 
Puri: What is the sense of going to school for four years to learn all 
about it? 
Poisson: Because there is a style and you learn the style now but by 
learning today1 s style you learn to originate tomorrow's style. 
If you wer e just learning how to render, that would be very 
technical, but here they try to make you create so they are 
working for tomorrow and not for today. 
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Puri: Can't you do that on your own? 
Poisson: It can be done on your own. I think the reason why we are 
going t o school here is that there are people really here who 
can develop their talents all by themselves, but because we 
are working with thirty different people who are having more 
effort or more originality because of the atmosphere about 
them. There are painters who learned how to paint all by 
themselves and they are successful, but going to school you 
learn how to meet people and live with them, which I think is 
part of our education, and I think that is another reason why 
this school is a coeducational institution. 
Inst: The competition of both boys and girls, all of whom have some 
aptitude for design, develops the designer more than he might 
develop were he to work by himself in his own studio, and that is 
one reason why you people are in school competing with one another. 
Puri: Not competing, but working with one another. I think we are 
learning more from working with one another than we are competing. 
The way of thinking is opened so much you are not competing with 
anyone else but yourself. 
Relli~: But how do you know you are making good if you are jus t competing 
with yourself? 
Poisson: You can tell from day to day if you improve. 
Relli: Really? 
Poisson: Maybe not day to day but last month's and this month's. 
O'Brien, K.: That would be very subjective. What would you judge your 
work by? 
Poisson: You look at how you were at the beginning and how you are now. 
Prince: If you are not competing with someone else, you might be going 
down hill inst ead of up hill. 
Poisson: That is where the instructor comes in. I am referring now to 
Life class . Say you are doing good. You look at your first 
drawing and you can laugh. There is a big differ ence between 
t he last one and the first one. 
O'Brien, K. Both got the same mark. 
Poisson: You know you have improved. You are bound to. 
Relli: Have you done all that improving by yours elf? 
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Nicholas: Would you have improved if he hadn't told you how awful it was? 
Poisson: Don't you ever look around the class and pick up ideas of how 
to do it better? 
O'Brien, K.: Right, because there are people better at things than you 
are, and you are better at some thi ngs t han t hey are. So 
you also learn from yourself, and you have an instructor 
who tells you how. But mostly in a course like that it is 
just getting the position, which is very technical. 
Nicholas: You still are i n competition with everyone in the whole world. 
¥fuat is anything based on if it isn't competition? 
Poisson: Survival. 
Relli: You know before I thought all that Mr. Ho was trying to do was to 
drive design into my head, but now that I have t hought it over, 
it is hard to constitute vvhat makes a bad design and what makes 
a good one. I think Mr. Ho is just trying to open up our minds 
to s uch an extent that it will be able to come out more freely. 
I think all the contact with the other students and studying other 
artists just helps us to create more easily. 
Poisson: He is also, by the assignments he gives us, we are actually 
experimenting with different branches of art. 
Miller: It is forcing us to think. They tell us to do a thing but they 
don't tell us how. 
Oliver: The same with Mr. Macomber, for heaven 's sakes, you ask him some-
thing, and he won't even tell you. My drawings aren't that much 
better than they were before. 
Puri: I went in to see him, and I told him, "I s ee those forms, but how 
do you put them into paper?" He told me I would catch on. 
Miskolczy: They could point out a little thing that is good. 
Poisson: If you are sure of something, each time they pinpoint s omething 
they are limiting your mind like each time you have four or 
five sketches and he likes that one, right away you pick that 
one. 
Prince: I don't mean that way. 
Poisson: You have to concentrate on the whole so you can't pinpoint 
everything. 
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Prince: Do you think he has the confidence that after a while we will 
s ee the light? 
Relli: If you see something yourself it is much better than if someboqy 
points it out for you. · It is more trouble to look it up yourself, 
but you retain it more. 
O'Brien, K.: That is like money, if it is handed to you,you don't appreciate 
it so much as if you get it yourself. If you have to go look-
ing for knowledge yotrrself, you will never forget it. 
Puri: I have heard remarks from upper classmen that one aim of the ~esh­
man Foundation course is to breakdown, or try to undo, what we have 
learned before. Ideas that we have acquired before. 
Prince: One of the aims is to do away with all that and start from some 
basic thing. Is that true? For example, our theories about 
color or our ideas about what a pleasing fonm is or something 
like that. 
Inst: I might answer that by referring to something someone said a few 
minutes ago. He said that originally he thought Mr. Ho was trying 
to pound things into his head, but now he has come around to the 
idea that what Mr. Ho is trying to do is draw things out, and maybe 
that answers your question. 
Poisson: What happens to a guy who doesn't have anything at all at this 
time? That would be good for a guy who had definite ideas when 
he came to a school, but what about the guy who had no ideas? 
Oliver: That would be good for a guy who had no ideas because now he has 
all these broad ideas chucked into his head. 
Poisson: He still might not be used to working with all these different 
materials. 
Puri: What about the people who have had training before and those who 
have had no training . 
Poisson: You mean maybe in life class and in those things? 
Puri: No, I mean in everything. 
Prince: I don '~t think there is anybody who has come to the school with 
his mind a complete blank anYWay. 
Miller: I don't mean that, but what he was talking about was past train-
ing. It is not that you don't have any sense of the aesthetic 
in your mind. You have not had any training before. 
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Poisson: There are people who have had the exact same thing before, and 
they are doing terrific because t hey have had so much before. 
You can't get around it. Maybe we are learning more, but they 
are doing better than we are. 
Relli: I think it is just a matter of time and it will even out, by the 
time you get practice in what you are doing. 
Poisson: Yes, but someone who gets ahead, you can't catch up to if t hey 
started ahead. 
Puri: They usually do things that they did before. They are not getting 
ahead, they are just repeating themselves. The kids who never 
had it before do t >¥ice as good sometimes. We all have a feeling 
for art. You have to be able to draw some when you come here. 
Miller: I don't like chair drawing. 
Miskolczy: I certainly didn't display any talent. 
Miller: You can tell the kids who go i nto the design courses. The kids 
who go into illustration and advertising, and they are usually 
good in Life Drawing and things like that. 
Poisson: I don't know anybody who is round enough to take all those and 
do well. 
Miller: I can think of two or three people who are doing well in every-
thing they have. 
Poisson: Have they had any considerable training before? 
Miller: A lot. 
Poisson: They haven't progressed much since they have been here. 
Moore: You are probably right in that, but when it comes to getting 
praise and things they seem to be on top. 
Puri: Do you honestly believe that you get credits for trying? 
Oliver: What are credits, t hey prove nothing. 
Poisson: I don't care what anybody else gets in the class as long as 
I get some satisfaction out of what I am doing. 
Relli: I would like to see you try to get a job after your senior year 
with all D's. 
Poisson: It is your portfolio that counts, I think. 
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O'Brien, K.: As far as working toward a degree, that is your credits. 
Poisson: How come you have to have a certain average to get a scholar-
ship? Someone might be trying very, very hard and not get 
good marks. 
O'Brien, K.: You are not ~eing graded for the effort you are making 
but for the finished work. 
Poisson: How can they tell how much work you are doing outside? 
O'Brien, K.: They can tell by eff ort. Anyway, you can get aD for effort. 
Poisson: I don't think they should mark the art courses. I don't think 
they should grade them. It doesn't make any sense. 
O'Brien, K.: You wouldn't be ver y good in business if you came in one 
week and you got paid for do~g nothing. 
Poisson: In an academic course you either know it or you don't know it. 
You have to be in the mood to create. 
O'Brien, K.: You shouldn't be moody about it. 
Miskolczy: It isn't a question of being moody, some days you can think 
a lot and other days you can't. 
Morehouse: You shouldn't be that way. 
Poisson: That is the way it goes. 
O' Brien, K.: A lot of people can bring something forth every day. This 
psychology course should help you a lot on being mooqy. 
Puri: You should train yourself so you can do it every day. 
Poisson: If you can add today you can add every day. 
O'Brien, K.: Lee, what would you do if you employed artists and two 
weeks at a time they go into these depressions and can't 
do anything? 
Poisson: You can 1 t just hand it in like a machine, and if you are an 
artist, you have to create and it takes time. It takes a lot 
of effort. 
Relli: You would be willing to pay people to sit around all day for a 
few days of producing? 
Poisson: That is what General Motors does. · 
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Oliver : They wouldn't stay arotmd if they couldn 1 t produce s orne thing 
after a certain amount of time. 
Poisson: If they produce 150 drawings a month and they are no good to 
the company, what good is that? 
Relli: That is like a lot of scientists, they come on things by accident. 
Nicholas: Dupont is a great one for that. They toy around with things 
and finally they get the answer. 
Puri: They are working toward a goal. 
Poisson: Don 1 t you think an artist is working when he toys around with 
ideas? I think it requires a lot of effort to be creative. 
Much more than anything else. You are trying to take something 
out of your mind and express it. I think it takes more effort 
than to sign a contract or go to court. 
Relli: You have to be crazy to be creative. 
Puri: I understand you. 
Poisson: You are crazy because you don't accept anything today, you are 
getting ready for tomorrow. 
Puri: I should get ready for being confusedl I was talking to an in-
structor in the Freshman Foundation course, and he asked me how 
I was doing. I said I was confused, and he came up with the 
remark that it is fine. He likes to hear the freshmen people say 
they are confused. He said if a freshman knows what he is doing, 
he doesn't like it. I told him I should get A for being confused. 
Inst: It is a very common reaction of the freshman to the instructor in 
this school to be confused. Whether or not this confusion is 
actually planned by the instructors or is co-incidental ••• 
Poisson: I think it is planned. 
Puri: They all must have sadistic tendencies. 
Inst: You think if they confuse you probably they are sadists? 
Puri: I should say so. 
Inst: If the instructors confuse you purposely, does that fit in with 
anything you are learning in psychology or anything you are hear-
ing about in the lectures in psychology? 
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Poisson: Frustration leads to aggression. 
O'Brien, K.: You mean to say we are confused because we are frustrated. 
That confusion would be, in other words, a stress on us, 
it would be placing stress on us, and that might bring 
about aggression? 
Poisson: I mean in one of its other forms, in this activity on striving 
to do better. 
Inst: If you are dissatisfied with things as they are, you will try to 
improve; if you are satisfied with things as they are, what do you 
do? 
Prince: You stay the way you are or sort of slip back. 
Inst: Does this dissatisfaction with your present level of development 
have anything to do with confusion about your goals or the course 
into which you are going? 
Puri: It can. If you are not too good in Life Drawing, you say, "I can't 
be an illustrator, u which is not true. 
Relli: If you are in a confused state and you finally pick up something, 
that is going to straighten you out. That is 100 per cent learned. 
Every little drop you pick up to straighten out t he confusion 
you will always know. 
Inst: A solution that comes about as the result of confusion is likely 
to stick with you, and a solution that comes about because you 
are lead by the nose ••• 
Poisson: You will be lead by the nose forever. 
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Lee wants to know whether frustration can cause 
depression. 
I imagine so. The day I was working at a project 
so hard, and I had been working for a number of 
days at it, and it was a problem that had a 
challenge to it, but it just didn't go over, and 
I'd say the problem frustrated me at first and 
then caused a depression. 
You say it just didn't go over. 
Yes, it took a lot of time, but it didn't go oven 
I didn't do it right. 
But you gained experience from it. 
You did something quite wrong? Did t hat cause 
the frustration? 
You would be depressed because it didn't go over. 
And then possibly frustrated that you couldn't 
make heads or tails out of it. 
Lots of times t here are obstacles in front of us. 
If we were to succeed in everything we do, what 
is there in front of us? But if we are striving 
for something, and there is a block in front of 
us, we don't just stop there. We conquer them. 
So minor frustrations lead to accomplishments. 
I think depressions lead ~ there also, because 
when you're depressed, on e way to get rid of the 
depression is to try something new, something 
different from what you've been doing, and that 
way you avoid frustration. 
I don't know. I seem to slide into a very blue 
modd and stay there quite a period of time. 
Well, you can stay there if you want to, but 
there are ways to get out of it. 
I enjoy it. 
They say take a nice warm bath and get rid of 
your dep ression. 
There was a fellow who was very dep ressed, and 
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it had been building up for quite a while. 
Family trouble, his job, things like that. He was 
a very quiet man and never said much of anything, 
very pleasant and easy-going . He always kept to 
himself. 'l'his happened just last week. The 
strain was so great, I guess, he told his wife 
he was going to work by himself, and three or 
f our days later they found him, half gone. He 
was trying to escape, I guess. 
V hat do you mean--mentally? 
Mentally, yes. I guess he cracked under the 
strain. The depression was too great. 
You mean he dwelt in that depre ssion? 
Yes, it sort of wore him, like a sore. 
Looks like I've got a bad habit. 
I think depression can lead to something good, 
creative. Like when you read about Chopin. Some 
of the greatest music he ever wrote was written 
in periods when he was supposed to be depressed. 
He was almost on the verge of killing himself, 
such a terrible state he was in, and I think, if 
he wasn't in such a state he ~uldn 1 t have been 1 
able to create such beauti ful music. 
In other words it was a way of expressing the 
way he f elt. You can express yourself and your 
feelings by the type of musi c you write. It's 
just a picture of the inner p erson. 
Vfuat's that got to do with frustration and de-
pression? 
Well, depression is a way of expressing. 
I don't know if this has anything to do with 
But one of my girlfriends all through school 
used a great deal of black in her p aintings. 
thought it was just that s he wanted ro ntrast 
between brigh t colors and dark, then she had 
nervous breakdown. She did use an awful lot 
black. Everybody noticed it. 
ito 1 
Psychologists say that the oo lor black has some- ' 
thing to do with e motional setup. They have 
found that c h ildren that g row up insane always 
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have a preference for green, and children who 
are raised in apartments have a preference for 
yellow because it signifies sunshine. 
What about children in the country? 
They like black. 
A woman I k now too go t nervous or something, and 
the doctor looked her( over and said she was all 
right physically, but she should do something lllre 
break a dish, do anything, cry, stand on your 
head. But she used to hold it in. 
If it builds up inside it gets worse. You've got 
to do IDmething about it or it gets dangerous, 
lik e this man, he was too quiet, he never said 
anything. I guess it built up to such a point 
that it was too much for him, it overcame his 
whole life. I guess dep ression is a sickness 
like anything else. 
There are cures for depression? 
I don't know that depression is a sickness. 
Oh, it is. Mr. Deignan told us about involution-
ary melancholia. Is that how you pronounce it? 
Well, that's a disease with depression in the 
mind. 
That's a different thing, more biological. 
Well, it depends on what causes the depression. 
That's a different type of dep ression. Depres-
sion from not succeeding in what you're doing 
can't be compared to that. 
You mean there's a difference between being dis-
couraged and being very depressed. I think so I 
too, because I think that those are two things 
which are very easily mixed. 
Some people enjoy being melancholy and depressed, 
I think. 
There are always two extremes. Some peop le like 
to be gay and happy, you have to have the happy 
medium, and then at the other extreme, peop le are 
always depressed. 
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Some p eople do it just for show. 
There are people who have reason to be dep ressed. 
They can't help it. Their people are, let's say, 
sick, dying. Let's say that a person is suffer-
ing from a disease that is incurable. Perhaps 
if that happened to me, I would be depressed all 
the time. 
Would you call the reactions to that depression? 
It doesn't take much courage to be depressed. 
You have to have enough courage to get rid of the 
depression. 
~bat's wrong with being depressed? 
Well, it's like a germ that eats right into you. 
I think if you're depressed all the ti me, you 
become isolated. You radiate it more or less and 
people don't want to associate with you. It's 
all right at first because they try to ch eer you 
up, but if you don't respond you become isolated. 
That's just your way of thi nk ing. 
No, it isn't my way of thinking . You take a 
group you go out with all the time, and t here's 
this one boy who never wants to do anything, he 
always wants to be by himself, he doesn't feel 
good, etc., well, after a wh ile you just won't 
bother with him anymore. Right? 
That's right. 
Depression can be passed on. I think it 1 s en n-
tagious. 
I don't think depression can be h ad in society. 
There aren't that many people. 
Well, you can be depressed once in a while, can't 
you? 
But it's not to t he same degree as depression 
over a long period in, say, unsuccessful business 
relations. 
Dep ression can be caused by a million things. 
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If someone doesn't speak to you in the hallway. 
But if something keeps building up, then mostly 
that kind is in a minority. 
Wouldn't you be depressed if you had a very good 
friend and they walked right by you? Wouldn't 
you start wondering~ 
Possibly t hat person didn't see me. 
You could be t h inking about something else, and 
look right through somebody. 
I'd think he was crazy. He didn't even speak to 
me. 
There are always people who have their minds so 
far away. 
Lots of times there are more depressed people 
than we know. They try to cover up, and I think 
it's a good way. I know people who have so many 
reasons to be depressed, but you don't see them 
walking around that way. At the times when they 
should really be depressed, they g o around as 
s miling as can be. 
I read once that man's only defense against d is-
aster is how he takes it, h is state of mind. 
Bu t t he re are times when you can't just do that. 
Do you think it's always p oss i ble? 
What is always p ossible? In other words, if some -
thing has you absolutely beat, there's nothing 
f or you to do, that's your only defense, the way 
you tak e it. 
Vihat I was say ing though is t hat you can't just 
take things t he way they are. Sometimes they 
are much too much for you 
Yes but i f' you have difficulties and are depres~d 
depression is a p t to make it worse. It's like a ' 
snowball. 
That's right. It's like quicksand. You have to 
find your way out or you're going to sink. 
Depression doesn't make the situation better, but 
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it's apt to make it even worse. 
Some people don't know why t hey're depressed. 
This friend of mine who had a nervous breakdown 
was always depressed and she'd go to school and 
get in class, and she'd get so upset she'd have 
to leave and go home. Finally she went to a regu-
lar doctor and then she went to a p s y chiatrist, 
and h e talked with her and it was something that 1 
had happened years ago. So it can carry over from 
a long period of time. 
That's right, but it's bound to show u p after a 
period of time. Sometimes it doesn't take too mum 
time, and sometimes it takes a long time. It 
depends how old the depressi on is, lik e your 
friend it didn't take too long because s h e was 
pretty young, but this man, it took most of his 
lif e. 
I think one of the greatest things is how people 
overcome depression. Let's take Peggy. What do 
you do when you become depressed? 
\IVhenev.e r something is so big , it 1 s a big disaster 
in my life, I just let it run its course. 
How about you Elizabeth? Vfuat do you do? 
Noth ing s pecial. I sew. 
0 1 Brien,M: It's bound to catch up with you sometime and you -tl 
have a breakdown? Well, imagine someone in this 
class who was depressed and it kept on building 
up and building up. Wouldn't they say to them-
selves I'm going to have a nervous breakdown, I'm 
doomed, I'm doomed? 
Poisson: Unless you do someth ing about it. The thing I do 
when I'm depressed which I t hink is very good is 
take a wall of rock and just lay on it. You 
laugh, but I read it in a book. It goes away and 
you get up and feel refreshed. If you're very 
sleepy, you go to bed. 
Puri: One thing I do when I'm depressed is go out with 
people, and I usually choose p eople who are happy 
and it's contagious, and that helps. Another cure 
that I have is listening to music. 
O'Brien, M: I t h ink another good thing is to try to find 
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someone worse off than you, and after you get 
listening to them if they want to talk about it, 
you sort of forget your own troubles. 
Have you ever noticed if you were in a really 
melancholy mood, and if you went to confession in 
church, the feeling you had when you came out? 
How about ycu, Bev? What do you do? 
I try to figure out why I 1m depressed. 
It's just like psychoanalyzing yourself. It 
might do a lot of good. 
I think when you do that you're also apt to mis-
interpret. 
How about you, Ursula? What do you do when you're 
depressed? 
For a while I feel very sorry for myself, and th~ 
start doing something about it. It's very nice 
feeling sorry for yourself. 
How about you, Kevin? What do you do? 
I light up a marihuana. 
Some people get drunk. 
Yes, but what happens the next morning? 
Of course, it's just temporary. 
Of course, when you take the other stuff, it's 
leading into something else again. 
All right. What happens after the dope runs out? 
You notice that mostof your narcotic cases are 
in the city. You don't find a country boy smok-
ing marihuanas. I think you have more reasons to 
be depressed in the city because you feell so 
belittled and neglected and left out. You're 
nothing. 
I should think t~at dope would tend to make your 
depression more extreme. I mean if you're got 
that trend in your thoughts, dope is going to 
activate it that much more. 
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Later on it comes back to you, but for the time 
being it's the answer. And people have their 
reasons, too, why they drink. 
Well, drink has that effect. The more you drink, 
the more depressed you feel. 
Drinking is usually done from a social sense, 
while dope is not. Dope is for the satisfaction. 
I mean if noone else drank, you wouldn't drink. 
You drink to be part of the crowd. But if nonne 
else took dope, and you started, then it would 
become a habit. 
Isn't drinking a habit? 
Well, it's not as extreme as taking dope. 
When I lm depressed, I swear. 
You say that liquor makes you more depressed. 
Well, it might make you. But peop le react so 
di fferently. And dope could do the same thing. 
It might make him more depressed. You don't 
know how dif fer ent peop le react to it. 
You're talking about an isolated case. But the 
majority of people when they drink have a ten-
dency to relax a little more, have more fun. 
Actually though alcohol is a depressant. 
Alcohol is a stimulant. 
But it's also a depressant after it wears off, 
the after-effects. 
I know a student who's a senior now, and he's 
taking a course i n Chemistry , and he used to 
sit down a f ter school and just drink hot water, 
n ot tea or coffee, just hot water. He said it 
relaxes him, just like he were taking tea or 
cof fee. 
It does. 
Do you drink hot water too? 
I wonder if h e's just come to the p oint where 
he associates hot water wi th relax~tion. 
tl 
II 
Well, that's possible. But anything hot to drink 
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Oliver: 
Puri: 
Inst: 
I 
would have the same effect. Why does it have to 
be tea or chocolate or coffee? 
Well, it depends on changes in the mind. 
Well, the bodily changes will affect your mental-
ity too. Like i f I was tired you wouldn't exp ect 
me to be so exuberant, unless I was happy. 
So depression can be serious or p ermanent,short-
lived or can last a long time , and it has causes 
and it can be treated or it can be alleviated 
maybe by various techniques, by drinking, by II 
drug addiction, by doing so me thing about it, by 
forgetting it, by working, or by various tech-;;; -'_-~ 
niques peculiar to the indiv~dual. Are we agreed? 
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Relli: What they did was use airplanes or anything the children might 
like and had the therapy instruments within the unit itself. The 
children would be playing and it would work in back. He was 
the founder of some kind of a clinic. It was some place in 
Pennsylvania. I can't remember ••• Meadville. I don't know who 
the doctor was. The story itself was pretty interesting. 
Inst: I am sorry, I didn't see the program. 
Puri: What are we talking about anyway? What are we going to discuss? 
Poisson: I wonder if anybody here thinks that somebody will ever find a 
cure for insanity by medical treatment or what? 
Inst: The question of the treatment of mental diseases is certainly 
interesting. 
Puri: I think it depends upon what kind of disease of the mind the person 
has. Usually the disease of the mind is due to malfunction of 
the brain or some other organ of the body which reacts on the brain. 
Does anybody think that they will ever be able to reach a peak in 
science when they will be able to repair any part of the body? 
Poisson: Shock treatment is one kind. They also have the interview 
method wherein they ask people to recall what happened or things 
they have remembered from their childhood, and as soon as they 
find out what the mental block is, the person is secure. 
Puri: Suppose a person has somethli1g pressing on a certain part of the 
brain which makes him react in a certain way? 
Poisson: You mean something like a brain tumor? I understand there are 
operations for that. 
Miskolczy: You mean repair directly by operations? 
Relli: Science probably can do a great deal in recent years. 
General: That is true. 
Oliver: It seems to me that a lot of treatments seem to be just temporary. 
That shook treatment leaves them well for only a short while, 
and then they lapse back into their old state. And then there 
are some treatments which will cure one thing and bring on 
another illness. 
Puri: I think that depends upon the case. I remember meeting a nurse 
in a mental institution, and she was telling me that some women 
after they have their first baby go insane. Some of the cases are 
temporary, and then there are women that every time they have a 
baby it happens. 
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Poisson: What causes it? 
Puri: They don't know what causes it, but they have so many cases like 
that, I think probably it is emotional or ·something. 
Oliver: I think often it is the case where it is just temporary they say 
they relieve the anxiety but bring on some sort of lack of response 
in the person. They are too carefree or irresponsible. 
Moore: Is there any mental disease that. can't be helped by some sort of 
co-operation on the part of the patient? 
Miller: I think some patients are beyond co-operating. 
Moore: But if they could -- I mean most of them would -- I think that is 
the biggest point. 
Miller: Did anyone read in the paper last night how a woman has been in 
a coma for three years? She was in an automobile adcident and 
the doctor said they will never be able to bring her out of it, 
but the only thing they can do is keep her alive as long as she 
would have lived. 
Oliver: I heard of another case like that. A baby was locked up in an 
icebox. The baby was in a coma for so many months. 
Miskolczy: I don't see why doctors aren't. able to kill these people. I 
realize it is cruel, but they don 1 t gain anything by living, 
and neither does anyone else around them. 
Relli: How does a doctor know there is not a chance they will live through 
it? 
Morehouse: You hear these cases where they pull somebody back from the 
other life. 
Inst: We seem to have differences of opinion about the values of this 
euthanasia. 
Morehouse: I know there was a big case up in New Hampshire. The trial 
itself wasn't to prove whether he had done it or not, it was 
known that he had done it. But the trial was reworded to 
prove whether he had the consent or something. Anyway it 
turned the whole motive around. It was found that he had 
done it. He had a very clever lawyer. He is accepted again 
in some sort of society. 
Poisson: He is not allowed to practice in hospitals. He has resumed 
private practice. 
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Miskolczy: I heard on the radio not more than a month ago that he is 
back again. I thought he was justified because her husband 
had told him that he could inject air into her veins. 
Poisson: Yes, but if you are with somebody who is suffering and is about 
to die ••• 
Puri: How do you know he is about to die? 
Prince: You feel that there is really very little out of living any more, 
they are just purely suffering. I suppose you really can't 
judge. 
Relli: Supposing you put yourself in the other fellow's place, the one 
who is dying. I know once or twice when I was laid up in bed, I 
prayed for death to come, but I had to suffer. It wasn't really 
a dangerous sickness. I was just thinking if you put yourself 
in the ot her fellow's place, I think he would give his consent. 
Inst: You think the consent might be given to relieve pain if the patient 
himself knovtS that he has no relief in sight and he will be suffer-
ing for the rest of his life? 
Miller: Think of the doctor that is in charge of him, and say he did end 
it all for the guy, and then just a little while later some new 
serum comes out that they are working on constantly in t he labo-
ratories. He will say, "Did I really do all I could for that 
guy?". 
Poisson: Doctors are supposed to know all. 
Morehouse: Are they supposed to know whether a person should live or 
die? And one thing, it would be abused after a while. If 
a doctor didn't like this guy ••• 
Miskolczy: I am not really in favor of having this accepted in society. 
Poisson: It was accepted in England. They allow mercy killings. 
O'Brien, M.: No they don't. You say they allow mercy killings. Just 
because there is socialized medicine doesn't mean mercy 
killings. 
Prince: You have to chip in for every other person 1 s sickness and every-
body gets the same kind of care. 
O'Brien, K.: Well, you mean in medical society why are they so much 
against socialized medicine? 
Relli: Are you assuming this, or do you know this for a fact? 
Inst: I don't know what my function is in a case like this. Socialized 
medicine doesn't imply that the physicians have any right to take 
part in any anti-social practices. It is socialized insurance 
against illnesses by splitting the cost so that the cost per person 
will be such that people who can 1t afford to pay will be taken 
care of. But not on the basis that they engage in mercy killings 
or any anti-social practices. 
Poisson: I know that now in England it is not complete socialized medi-
cine. You have to pay for dental care. You have to pay for a 
lot of things. If you want to have a tooth pulled, they will 
tell you where to go, but you have to pay for it. 
Inst: Socialized medicine is evolving then as they have experience with 
it. 
O'Brien, K.: That is right, it is coming back to what it was before. 
Poisson: Well, it is based really on the same idea that the government 
is based on. Britain is socialized and they also have socialized 
medicine. 
O'Brien, K.: We have creeping socialism in this country. 
Oliver: The government doesn't have as complete control in the United 
States as they have in Britain. In Britain the government is 
sort of a big wheel. The government controls everything in 
Britain. 
Instructor left the room for a few minutes while discussion continued. 
O'Brien, M.: If you don 1t have any reward, people won't care to better 
themselves. 
Miskolczy: What has reward got to do with monopoly? 
O'Brien, K.: The incentive to be bigger and better. 
Miskolczy: That is competition. 
O'Brien, K.: Competition is not a monopoly. 
Miskolczy: No, I didn't say it was. You said incentive to be better 
was monopoly. 
Relli: I don't get it. 
Miskolczy: Monopoly and competition -- what are we talking about? 
O'Brien, K.: You were trying to differentiate between monopoly and com-
petition. We are talking about if somebody has initiative 
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to do better, there are rewards for doing better. \Vhy are the rewards 
t aken away from them in the form of taxes and that sort of thing? 
Inst: This question of the uneven distribution of money and the unequal 
taxation is one that disturbs you? 
Prince: I think it is fair in the long run. There are those fellows 
that make a large amount of money, even after the government 
takes the taxes, they are still well of f. 
O'Brien, K.: If you made $100,000, would you like to be left with $20,000 
or $30,000? 
Miskolczy: If you were not capable of earning much money, would you like 
90 per cent of your income to go to the goverrunent? 
O'Brien, K.: But a person should pay some income tax. 
Miskolczy: They have now I think if you earn under $6o0 you don't have 
to pay any income tax. 
O'Brien, K.: Well, I think if you earn less than $1,200, you don't have 
to pay any income tax. Say the man who earns 1 billion 
dollars and the man who earns $100,000, I think they should 
be taxed equally. 
Miskolczy: If you tax like that don't you think the difference between 
would be so great? You have to have an upper class and a 
lower class. If you don't, you won't have anybody wanting 
to better themselves. 
O'Brien, ~.: You have an upper and a lower class in this country now, 
don't you? The upper classes are slowly diminishing. 
There were more richer people twenty or thirty years back 
than there are now. 
Miskolczy: Yes, but then they were overrich, I think. 
Miller: You are not overrich if you earn what you deserve. 
Relli: What about inheritance? Your father made a lot of money and he 
has a son who does nothing but sit around and smoke and drink 
all day. Do you think that is deserved? If you work your way 
up to the top, I don't see why your sons should benefit by it. 
O'Brien, K.: If your father wants to leave you that money, he certainly 
has a right to do it, whether you are a drinker or not. No 
matter how much money he has, should he give it to the 
government or give it to church or something? 
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Prince: The other day I was reading about this family who has ten 
children, and he earns $4,200 a year, and he doesn't have to 
pay any income tax. What if he had to pay 30 per cent, they 
wouldn't have anything to live on. 
Relli: You don't have to pay 30 per cent after your deductions and say 
you get $600 off for each child. 
Miller: If they don't make $600 a year they don 1 t pay any income tax, so 
he isn't so bad off. 
O'Brien, K.: Why does he have such a big family if he doesn't have enough 
money? 
Relli: It seems like an awfully hard thing to keep up a big family. 
Oliver: I think that has something to do with the I. Q. of the parents. 
It is the amount of initiative somebody has. 
O'Brien, K.: I know a man who started out washing automobiles, and he is 
now the head of 6,000 people in a big factory. He must 
have had some goal in sight. Should you punish him for 
all that work he did? 
Oliver: I was just saying that everyboqy doesn't have the basic intelli-
gence to become the president of a company. 
Miskolczy: But you speak about these taxes as punishment. There is a 
basic need for these taxes. 
O'Brien, K.: I think when they get up to 90 per cent of a man's income 
that is too much. 
Oliver: I think in the long run the scale is average. Suppose they took 
So per cent from everybody? Who is going to miss it more? 
Prince: Where does the 90 per cent bracket start? 
O'Brien, K.: What are you going to have to keep up the aid with? 
Prince: Where does the 90 per cent start? 
O'Brien, K.: I don 1 t know. 
Oliver: What are the earnings for the year? 
Relli: I think when you get up over $100,000 it is getting pretty close. 
They take much more than SO per cent. 
Oliver: I think you have to earn at least a million. 
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Nicholas: I am not saying that our tax system is perfect. It leaves a 
lot to be desired. There are some cases where you get a raise 
in pay and you get into another bracket and you Wind up with 
less take home pay than you did before. 
Miskolczy: Then you won't want to better yourself. 
Oliver: I think over all it is still a fair system. 
O'Brien, K.: It is easy for you to say it, you don't earn much money. 
Wnen you get to the top if all your reward is taken away, 
you won't like it. 
Prince: Money isn't the only reward. 
Oliver: Yes, but this person he is talking about is looking for a lot 
of money, so what was the sense of him wanting a lot of money in 
the beginning. 
O'Brien, M.: If I were earning only $600 a year and they took 50 per 
cent of that, I would feel it more than a person earning 
$100,000 a year. I am saying there is nothing so wrong 
about the method of taxation they have now because they 
tax in proportion t o the amount you earn. I think it is 
unjust to have 30 per cent for everybody. 
Oliver: I think 30 per cent after you list your deductions. A man who 
is making $10,000 a year and has 10 kids I think should be taxed 
half of the 30 per cent. And something else -- Do you think 
$600 is much if you are making $20,000 a year. He probably 
spends $2,000 a year on his child. 
Nicholas: If you have three kids in college that runs into money. It 
could run into $6,000. 
Deignan: Well, there seems to be a difference of opln~on. Taxation 
might be a blanket tax on everyone, or taxation might be based 
on the ability to pay. There seems to be a disagreement. 
O'Brien: That is what socialism is really. When you cut down the upper 
class and bring up the lower class. People are losing their 
initiative. There won't be so many big corporations forming 
and people producing. Britain isn't fully through yet. 
Puri: Socialism hasn't gone completely to the extreme in England, and 
Les points out that it is too early to make any definite state-
ments yet about that. 
O'Brien, K.: There is a certain amount of socialized medicine practicing 
right here in the United States when you think of it. You 
can have free injections to kids that are paid for by the 
government. 
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Miller: Polio drive -- that is voluntary. 
Puri: You say that is free. That is taken out of taxes. It is taken 
from the government so it is socialized medicine to a certain 
extent, but it is more than it was before. It is getting to be 
much more in the United States. 
Ntcholas: I think some things are better for the overall people but some 
things aren r t. 
Inst: Do you suppose t his question revolves around a more basic one? 
Whether man is more a competitive or co-operative animal. If man 
should be a co-operative animal, perhaps he should share the 
fruits of his labor with those who are less able than he or who 
are in need of assistance. 
O'Brien: I think to a certain extent you should clarify yourself by say-
ing whether or not people who can do better and are not will-
ing to should they share with somebody who is able or willing 
to work harder. The people who can do something and are will-
ing to live off people who want to work hard. 
K. 
Inst: You feel there are a large number of people who want to live off 
the "fat of the land" without doing anything? 
Miller: People are certainly not going to make a lot of money because 
they are not taxed so much. 
O'Brien: With your statement I think society is made up of a number of 
K. kinds of people, that among them there are leading individuals 
and people who co-operate with the leaders and follow them, 
and then you have these neutrals who just float around like 
vegetables. It is very difficult to have a government that can 
take care of the needs of each of the groups to the benefit of 
the whole and to the individuals. 
Miskolczy: I interpret your statement to mean the benefit of the whole 
should be the most important factor in determining laws. 
Prince: The benefit of the whole and of the individual. 
Miller: That is what you call communism, the benefit of the whole. 
It gets out of hand when it gets started. 
O'Brien, M.: I think the people have the wrong conception of communism. 
They think of communism as it is in Russia. The communist 
party isn't all that, it is the benefit of the people as a 
whole. But people nowadays thin)! of going down to the 
salt mines. 
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O'Brien, K.: It isn't well controlled. It is like a snowball. 
O'Brien, M.: It could never work. No people practice their government 
in a pure form anyway. In every society there are those 
who lean and those who push, and I don't think there could 
be anything to do about it. It is the benefit of all the 
people. 
O'Brien, K.: I think right now in America though it has almost pretty 
nearly satisfied those things I have talked about. If you 
are a true leader, you can continue being so, and it leaves 
room for all of us instead of just leveling everything off. 
Inst: The present system of government and taxation then in the United 
states seems to be an equitable one to you. Those, on the other 
hand, who are unable to take care of themselves are taken care of. 
Morehouse: You know what is wrong with that? In Bridgeport my aunt works 
for a lawyer and these people just work for a short time and 
then they get much more. Why don't they do something about it? 
Relli: You are going to get that group of people in any society. 
Morehouse: Why do you put up with them? 
O'Brien, K.: Why don't you share half your salary with some bum down 
the street who could work but won 1t. You wouldn't want 
to do it, would you? 
Puri: Those organizations just don't hand out money to those people. They 
look for jobs for them. They hand out money only if they can give 
definite proof that they looked for a job and can't get it. 
Miller: If you are laid off a job after working so many months you can 
get much more. 
Morehouse: The same thing with our tax evasion. They can 1 t check every-
body's taxes so you have a thousand people who do wrong and 
the person who does it for the first time gets caught. 
Puri: It is a pretty small percentage that do it though. Even the money 
they give out is not enough for a person to live on. The incentive 
for . trying to beat the game is not worthwhile because they give 
you so little money. 
O'Brien, K.: If you walk through some park and you had a dollar bill on 
you and s orne bum came up to you would you give him your 
buck? And later on you come across some guy with a tin cup 
begging, wouldn't you wish you had the dollar to give him? 
Inst: Has everybody read Chapter 7? Any questions about it before we get 
going? Have we heard all of the reports that were assigned? Eric, 
did you get a chance to give yours? 
Schreiter: Yes, I guess so. 
Inst: Let's talk about some of t hese case studies in Chapter 7. We had 
talked about John who is t he only child and is still being spoon-
fed at eight years. We might go on to Jim the college freshman. 
"Jim is a college freshman who is undecided whether to continue 
his college education or volunteer to serve his two-year stint with 
the armed forces and complete his education at Uncle Sam•s expense 
when he is discharged". This being a case study, that is all the 
information you are going to get on Jim, and you as a class are 
expected to help Jim solve his problem. It is about as close to 
the living arrangements as you can get to half the people of the 
school. You have either served your time or it is looming up ahead 
of you if you are a man. So that in either case it is a problem 
that has affected or will affect your life. It is about as univer-
sal a problem as we can expect to find. How many of you have 
already had your two years' or more of service? It is quite a 
problem to t he men in the class, isn't it? Since it is a problem 
to the men in t he class, it becomes a problem to the women in the 
class, doesn't it? Either personally or impersonally it becomes 
a problem. 
Smith, D. After a while this won't be at Uncle Sam's expense. 
Inst: Don't lose your faith in the American Legion, the biggest lobby 
on earth--the American veteran. How many of you happen to know 
that little item of business? There isn't a lobby anywhere in 
the world as powerful as the American veteran, e-ither in or out 
of the American Legion. There are about ten million veterans run-
ning around loose in the country, all of them with a vote. Do 
you know of any other lobby anywhere in the world that can muster 
that kind of strength? Which is young and active and taking part 
in politics and of which every Congressman in the country is aware. 
So even t hough the papers are announcing right now that t he vet-
erans aren't going to have any college education after next year, 
you had better wait until next year to see whether Congress is 
going to get away with that. 
Salandra, M: What is the object of saying that just to save money? 
Inst: Yes, economy measure. I am not voting right now that Congress 
vrill get away with it. Not unless they can convince the American 
Legion and the Veterans of Foreign Wars. 
Romano: _ Isn't the bill to be passed this month? 
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Inst: Now if they have the leaders of the American Legion and the Vet-
erans of Foreign Wars convinced, maybe they can get away with it. 
If they haven't, they won't, will they? Well, to come back to the 
probl em. Here is one that interests everyone in this room one 
way or another. Who has an idea of what Jim should do? 
Seymour: As of now he should go through college, because it wouldn't do 
any good anyway. The majority of freshmen do go to college 
instead of going in the Army. He should go to college because 
as far as his psychological outlook goes he would suffer if 
either one were chosen. Because if he chose the Army he would 
be out two years in college, and if he went to college, he 
would have to pay his college fee. 
Salandra: What if he volunteered for the draft, wouldn't it still be? 
All right then, he has two years, I think he should go into 
service and get it over with because a lot of boys realize 
after service that school is more serious. When they get out 
of school, they can start right in on a job and do it without 
any interruption. 
Inst: Those are probably the two sides of the argumentthat most men have 
to face. 
Smith, D.: I have met some boys who have been in the service and don't 
want to go back to school. They have no desire any more to 
do any studying. 
Salandra: They really didn't want to go to school so much to begin with. 
Romano: iVhen they do get out of the Army, it may be a problem for them 
to get into a good college because of those two years without 
any education. 
Schreiter: I know a lot of boys who took up some type of education right 
in the service, and after service they stayed in the same 
field. 
Inst : You can muster quite a few arguments one way or another, can't you? 
Shall I take it that the men in the class have all decided in favor 
of getting their education in before going i nto the Army? They 
are hoping that by the time they are out of school the draft will 
be over. 
Schreiter: I think they will probably have to serve, but I am just hoping 
they will forget my name. You never can tell, it is worth 
trying. It is two years out of your life and your plans and 
everything are all upset. The NROTC, you get into that and 
it sounds like a great deal. After they let you go, you are 
subject to recall and they can call you back any time during 
the next twenty years. You don't get any good deals out of 
that. 
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Rohrbach: If a fellow gets , his education before he goes into the Army, 
depending on what he is majoring in, he would probably get a 
commission and get better pay, and he might like it well 
enough to make it a final career, but it has happened. If 
they go on through their education, they see the better side 
of t he service. Many of them that go in get commissions if 
they go in on the bottom. 
Salandra: That is anot her point to look at. There are really wonderful 
opportunities for college graduates who have had it. 
Inst: Everyone of you knows at least one acquaintance who has had that 
happen, don't you? On the other hand, at least everyone of you 
must know at least one PFC who has had a college education. A lot 
of it seems to depend on the individual person, doesn't it? Some 
people go in full of expectations and quite happy to be going in 
and looking to a commission and a career and so on, and others 
fight it right down to the last moment and apparently don't enjoy 
it when they get there. At least half of this class has to give 
this pretty serious consideration. How to handle the situation, 
whether to go right in today or do it later. 
Schriver: I know in my town there are so many boys going in on their own 
right from high school that personally I stand a good chance 
of finishing all four years, and I think I should take the 
chance and then go in. 
Inst: Is that the way the rest of you feel about it? What is the picture 
for a fellow who does go right in after high school? 
Sirkis: He might not go to school afterwards. It is almost sure he is 
not going to get a commission. 
Romano: The financial aspect of it is one thing no one has mentioned. 
If you couldn't go to college, you would realize that it wouldn't 
be so tough for you to go to college after service. The boy who 
comes from a home where it doesn't matter is more likely to t ake 
advantage of that. 
Salandra: I know a lot of boys who went into the service without any 
intention of going to college, and after service they went 
to college. 
Inst: In almost every college across the country veterans lead the 
scholarship record and the women veterans lead the men veterans. 
Smith, D.: We don't know exactly how long the next war is going to be. 
If they have a big war, they will keep you right in the 
service and you might as well get as much education as you 
can. 
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Inst: There are a few basic facts you can always look in the eye, aren't 
there? If this country gets into a major war, every man between 
the ages of eighteen and fifty is on tap as manpower. That is 
basic, you can face that the rest of your life. Any arrangements 
you may have made with the government in the meantime wouldn't 
mean a thing in case of a world wide war, would it? That isn't 
because the government is w-lcked and is rescinding its promises 
to you, that is the nation. If we s tay in the cold war status 
as we are now, having served your two years would have some aff ect 
on things. You would expect to pay your debt to the government 
in two years and be done. You ma.y never have to pay your two-
year debt to the government if you stay in college. If there is 
an economy move on, then you may never have to pay your debt to 
the government. That is a chance you have to take. It may pay 
you to stay in college and get your education, and then if you 
ever have to pay, you may serve as a commissioned officer. If 
you have your plans made, you will probably stay in college and 
get as close to the diploma as possible. How about the fellow 
sitting next to you who may not be decided, what would he choose 
to do? Go in and get yourself two years to think it over while 
serving your military duty with the idea that maybe when you get 
out you may have a college education paid for by the government. 
Smith, D.:Is there any guaxantee he will know what he wants to do two 
years from now? 
Inst: He may or he may not. If as a girl in this class you are called 
upon to help your boyfriend decide what to do, you had better 
have some thoughts in your head. If you want to marry the boy, 
will that color your advice to him? How could it color it do you 
s uppose? 
Salandra: You would be thinking of his opportunities. 
Inst: If you would like to marry him in June at a garden wedding, how 
are you going to decide what to do about his military career? 
Shaw, J.: If he gets married his draft status goes down anyway. 
Inst: Does that give any of you girls an idea about whether the man 
really loves you or not? 
Schreiter: They cut the draft in half last month, and if you leave 
school, you probably will not be drafted for at least four 
months. I know one guy who is out of s chool now, and I 
think it will be another four months before he is drafted. 
You could get a job and never be bothered by the government 
now. 
Seymour : If you got a job in a critical industry, maybe you would be 
safe from now on. 
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Salandra: Now people are being a little leery about hiring boys who 
haven't served. Even if they have had college, they would 
rather have t hem have their draft period over with. 
Rohrbach: By the time the boy is out of college, he has usually met a 
certain girl, and wouldn't it be better t o have service behind 
you rather than have it in front of you and thinking about 
marriage? 
Inst: I think we would all agree on that, wouldn't we? 
Seymour: Not necessarily, because you get married and your draft status 
goes down. 
Inst: Unless we get into an out-and-out war, they are not going to start 
drafting fathers, are they? As long as things remain peaceful, 
they are probably not going to pick on the fRther of a family and 
pay family allowances, are they? 
Schreiter: A guy should join the clergy. 
Rohrbach: My brother is in medical school and they will keep deferring 
you in medical school if you keep your grades up. If he goes 
in the service and he has graduated from medical school, he 
can serve his internship in the service, and he will get paid 
more for it. 
Inst: It depends on your own individual situation, doesn't it? Probably 
he will have an interesting internship, valuable to him more so 
than in a small hospital. 
Sellers: A lot of boys don't go to college, don't want to go to college. 
It would be best for those boys to go through service first. 
Boys eligible for the service can't get a half way decent job. 
Schreiter: The reserves are a good bet f or some of those guys. You can 
go in the reserves and serve a certain amount of time. They 
can go in, and they can even get ratings and go into the 
volunteer draft with their ratings. 
Smith, D.: Everyone thinks the National Guard is a good deal, but in 
the last war they were the first ones over and the last ones 
back. 
Schriver, P.: In s ome regiments pretty nearly every man became an officer 
overnight. 
Seymour: Who wants to be an off icer anyway. In those invasions sometimes 
every four seconds a second lieutenant is killed. 
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Roh~bach: Talking about second lieutenants, you go to the West Point 
graveyard and they point out the graves of all the second 
lieutenants. 
Inst: The class of 19.50 in West Point has t he biggest decimation. 
Schreiter: Everyone is talking about getting a college education and 
all t hat, and I think t lle biggest idea in the back of every 
boy's mind is that the purpose of war is killing and that is 
why everyone is putting things off. Everyone is scared of 
getting killed. I think that is one thing that will play 
right into everyone's thinking. 
Inst: Let's say we have exhausted the boy's problem. Let's take up the 
girl's problem. "Mary's parents insisted that she live in the 
dormitory during her first year at RISD. During Christmas vaca-
tion Mar y 's announcement that she has met two "nice girls" with 
whom s he would like to share an apartment next year is countered 
by her father's answer, "You':ll remain in the dorm as long as 
you're in school, young lady." The "young lady" gives father away, 
doesn't it? This is a beautifully loaded question, isn't it? ·who 
decides that t hese are ''nice girl s" that Mary has met? Father had 
once said that she is going to live in the dorm for the first year, 
and now he says she is going to live in the dorm as long as she is 
in school. 
Sellers: Has he met these nice girl s? 
Inst: ·we don 1 t know whether father knows these nice girls. 
Sellers: If her parents have raised her properly, they will respect her 
judgment enough to think that these girls are nice girls. But 
if she is working against her parents, they would definitely 
talk against t hese nice girls because t hey wouldn't respect 
her judgment. 
Sirkis: I think the father is being very unfair, and I think he should 
take into consideration things like less money and how mature 
his daughter is. These parents s hould try to get to know these 
girls and write to the Dean to find out whether other girls are 
getting apartments. 
Inst: What can you tell about the family situation from reading these 
four lines? 
Salandra: They don't seem to be too much in harmony, the way they say 
she "announced". 
Sirkis: The father is addressing her as "young ladY'' in the argument. 
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Inst: What is the difference between saying "young lady" at the end of 
that sentence instead of saying, Mary? He is asserting his au-
thority, isn't he, as the head of this institution of a family. 
Does it show the father and daughter have had a long eighteen 
years of close relationship1 
Salandra: "Young lady" can be a very dear term. 
Inst: We should hear father 1 s voice before we decide what "young lady" 
means to those two people. Do you suppose that you read your own 
meaning of the term "young lady" into it? I am assuming that when 
a father says "young lady" to his daughter he is assuming his au-
thority. Does a father quite often address his daughter as "young 
lad~' in a spirit of affection? 
Romano: My father always kids us by calling us young lady. 
Rohrbach: I know that with something like this it seems like the answer 
came out before he even thought about it, and I think there 
isn't even too much of a case here because from the way he is 
putting it, I don't think he is exactly giving her much choice 
in the matter. I think it is the same sort of a thing as "You 
will bring in your assignments Monday". I don 1 t think he ·would 
go back so he could be considered as making a mistake. In other 
words, there is not much point in Mary's arguing with him. I 
know that in my family when I brought home the same sort of a 
thing, when I explained the circumstances, they changed their 
minds, but I wasnlt given an answer like this. 
Inst: How many of you get the feeling from these four lines that there 
is no point in Mary's trying to get out of the dorm next year? 
Seymour: Many a time that has happened. Somebody will run into the 
house and say, "Mom, I am going to a party tonight." You sit 
down and say, "Mother. 11 And then finally you get your point 
out. They always blurt out something first and then they stop 
and think. 
Sellers: You have to know father pretty well. 
Salandra : You know he is on the negative side to begin with. 
II 
II 
II 
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Shaw: 
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Let's see what we didn't take up last week. Did we talk about 
the heredity formula? How many of you have read all of Chapter 
3 so far or at least half way through? The question, as you 
know, is, "In what way is the formula heredity x environment x 
time more accurate than to add?11 • The question is, 11 In what 
ways is the formula heredity x environment = development more 
accurate than heredity f environment= develop~ent? 11 • In other 
words, why the idea of multiplication being more accurate than 
the concept of addition? 
You can't have the formula one without the other. 
they go together so much that it has to be times. 
In other words, 
One of the fellows in the other class yesterday couldn't get it 
at all. He was thinking in arithmetic and he couldn't get away 
from the multiplication table. 
I don't know whether this is right or not, but I thought that 
heredity and environment and time all overlapped so that they 
couldn't be divided so that you could add them all together. 
II Sellers: When I figure it out, if you multiply two things together 
it leaves much more leeway for more comparison than if you 
just add two things. 
I 
I 
II II 
Inst: How many of you get the concept that if you add there is still 
sort of a lack, whereas if you multiply you· get the feeling there 
has been interaction? I think even the multiplication sign shows 
that to a little degree. You don't add environment to heredity 
and add time to the two and get something. Heredity and environ-
ment and time are all interacting. In other words, heredity is 
something that is there when you are born and environment begins 
happening after you are born. Heredity goes right along with 
you until you ·die, doesn't it? It is there all the time so that 
anything that happens to you has to interact with your heredity, 
doesn't it? For instance, if you are born near-sighted, that is 
part of your heredity, . isn't it? But anything that happens to 
you in your environment for the next seventy-five years would 
have to interact with the fact that you are near-sighted. Time 
might make some changes. Time might make you more near-sighted. 
11 Shaw: If you are born near-sighted and neither of your parents is near-
sighted, couldn't it be something that happened to you when you 
were being formed? Well, I mean if something went wrong, could 
it be that it is not due to heredity at all? tl 
Inst: It could be, I suppose. There is a nice angle to the question 
of heredity. 
I Romano: It would have to be some sort of injury to the eye tissue. 
II Inst: Would that be environment or heredity? 
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Salandra: That would be environment if it were an injury. You can't 
inherit an injury. 
Inst: How many of' you agree with that one? 
Seymour : I can r t see something like that being inherited. Something 
like being near-sighted. I think that is environment. 
Inst: We are getting ourselves right over into the second question, 
aren't we? If' near-sightedness were due to an injury before 
birth. 
Seymour: Oh, before birth ••• 
Inst: Were you thinking of' after birth? 
Smida: We can get over into that Lysenko theory. If' you got near-
11 sighted from some accident after you were born, that would be 
environment. 
Inst: The Russian would have said that the children could have acquired 
near-sightedness because of' some injury the father had. Does 
anybody want to say any more about question one? 
Schreiter: Are you saying that near-sightedness is due to heredity or 
to environment? 
,1 Inst: We just said if you were born near-sighted, it could be heredity. 
Shaw: It could be heredity or environment depending on whether it was 
an injury before you were born. 
Inst: One of' those probabilities that we accept knowing that it isn't 
probable. 
Salandra: Blindness is more apt to be due to an injury than just near-
sightedness. 
Sellers: Can't we talk something about something we know something about? 
Inst: Don't you know about heredity versus environment? Maybe you will 
learn something about it. This is one of' the famous arguements. 
Sirkis: Don't they usually argue it in the sense of' crime versus good 
people? 
Inst: That is the thing that usually ·Comes up. People usually say, 
"That fellow was made a criminal by the way he was brought up." 
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Schriver: Just like they say the Wheaties champions are not born, they 
are made. 
Seymour: Near-sightedness is made. A person might carry the genes and 
the growth makes them become near-sighted. That is a strain 
on the eye. 
Inst: Shall we pick out something we do know something about? 
Sellers: A child born with a deformed hand. 
General Comments: 
That would be heredity wouldn't it? 
That isn't heredity if the parents didn 1t have a deformed hand. 
Something went wrong in the development process of the child. 
Might that have been caused by the genes of the family strain? 
Couldn't that have been formed by a physical defect of the mother? 
If you went around testing the mother 1 s and father 1 s hands, you prob-
ably wouldn't find the strongest hands in the world. 
11 Smida: I Here is another example, how about that baby that was born with a hole in her heart? 
Schreiter: And there was one that was born with the heart outside the 
body. 
Romano: But still wouldn 1 t that be formed by something wrong with the 
mother? 
General Comment: Mutation. 
Sellers: Something went wrong with the mother somehow and so it was 
heredity if it was caused from the mother. 
Smida: It would have to be something in her genes. 
Romano: That would be environment. The genetic make-up would have been 
the same for the baby that was born deformed as the baby that 
was born all right. 
Inst: Again it is a matter of semantics, isn't it? The Whole trouble 
hinges on what you accept as a meaning of heredity. Is heredity 
what you have at the moment of birth, or is it what you have at 
the moment of conception? Well, that is a pretty intricate prob-
lem there, isn 1t it? How are you going to know what a child has 
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1 at the moment of conception? Scientists haven't gotten to the point 
II where they can tell us that, have they? We have gotten into a field 
1' with questions we can't answer. The old-fashioned idea was that you 
1 said heredity was what he was born with, wasn't it? We could have dis-
1 posed of the whole matter by saying that a child had something because 
he inherited it. 
Sellers: Well, whatever everyone is, they have an environment. Before 
I• a child is born he has an environment. 
Inst: In other words, the child in the uterus has an environment. We 
don't know much about it yet, but we do know it exists. In 
other words, if the mother's health during her pregnancy isn't 
good, then the health of the child isn't going to be good, is it? 
Schreiter: If she falls down stairs it might have an effect. 
Salandra: That environment the child when he is born has many of the 
potentials of the parent. Say like music and certain things. 
Well, he can have all ot them, but unless the environment 
brings them out after he is born, he won't have them. Some-
times that is why I think environment should be held close 
to heredity. If a child is put in the same environment as 
his mother, he shows the same likes and dislikes. 
Inst: I think you see now that the mUltiplication sign was much better 1 
j~dgment than the addition sign. It shows interaction rather I 
than just a different layer. 11 
Shaw: Some psychologists are prepared to throw out instincts all the way. 
Inst: I am certainly not of the school that says instincts don't exist, 
but there has been much discussion about it. I think some things 
we do are instinctive. How about the second one, the Lysenko 
theory on inherited characteristics. I think you heard the story 
of Lysenko in the lecture the other day, didn't you? LYsenko, 
the famous Russian psychologist. He was the leading Russian psy-
chologist in the Russian government. 
Schriver: How can you inherit characteristics? 
1 Inst: That is what all the western psychologists questioned. 
General Comment: Look at what happened to Russia. 
1
• Inst: I think you found out in the lecture that the Russian scientists 
have tossed out that idea, haven't they? The interesting thing 
is what happened to Lysenko. What becomes of a Russian scientist 
whose theories are thrown out by other scientists? 
., 
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Schreiter: Isn't it a way of keeping a tradition? 
Inst: Can't you see how useful that would be to a dictator? In other 
words, if you got all the school children in Russia today and 
trained them with certain thoughts and to act in certain ways, 
what is going to happen to the next generation and the one after 
that? 
Schreiter: All the different generations would be the same. 
Inst: That is a very soothing doctrine to a dictator. 
Schreiter: That is like saying if your father grows a mustache, the 
child when he grows up will have a mustache. 
Inst: So the child wouldn't dare to be without a mustache. 
Romano: It is just like the caste system or the feudal system. You 
couldn't go above what you were born as. 
Inst: . That is a beautiful idea for the Russians or for a Mussolini or 
a Hitler to use, isn't it? Produce a certain kind of citizen in 
this generation then his children have a tendency to be the same. 
You will have produced loyal citizens for the U.S.S.R., so I am 
sure they parted with that theory with a great deal of reluctance. 
Sirkis: Did Hitler have the same kind of an idea? 
Inst: In a way. To educate everyboqy in the school system to believe 
what he wanted them to believe. 
Rohrbach: I thought he worked on the idea that the more soldiers he 
could produce the better off they would be. 
Inst: You see, almost any dictator loves that theory. No matter what 
kind of government he is trying to work out, he would want loyal 
citizens and a good strong army. We are getting over into related 
fields to psychology. No more questions about Number 2? What 
happens if you can't inherit acquired characteristics? 
Sellers: You mean that if your father is a history teacher you can't 
get interested in history? 
Inst: No, it means you wouldn't inherit his interest in history. 
Seymour: If it is an inherited characteristic, then it is different 
from one you would acquire. Your parents might like music, 
but then your mother went off and acquired an interest in art. 
Schreiter: You mean you inherit a liking for music from your mother? 
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Shaw: I don't think you can, because you know they say if a mother sang 
while she was pregnant, then the child would grow up to love music 
and that. 
Smith: 
Shaw: 
The thing that makes it seem that you have the tendency is that 
if your parents love music, you would be in a home where there 
would be a lot of music and you would like music too. 
Don't you think that when you were born if your mother didn't 
'I even like music, there are certain sounds that would please you 
and if you didn't like the sounds you heard in music you may not 
1 acquire the interest for it? 
~~ Sellers: I don't think you can inherit a liking for music. 
inherit the talent for producing it. 
You may 
' ,, 
,, 
Seymour: No, you don't inherit the talent you inherit the capacity far 
developing the talent. 
Smida: If your father had no liking for music and during his life some-
time he comes to like it, I don 1t think you would inherit that 
Inst: 
if you were his son. I think it takes about three or four genera-
tions to have something inherited. 
You are certainly on safe ground saying that you don't inherit the 
acquired characteristic, aren't you? 
I 
II 
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Inst.: Well, since we are still on Chapter One officially in your dis-
cussion group, we might t alk about some of t he t hi ngs we talked 
about in that chapter, for instance, I have something here in my 
notebook which says, "The four chief me thods by which a psycholo-
gist obtains observations are •.. 11 , what are they? 
Shaw: I think t hat is the observat ion of a case day by day . 
Inst: Rave you ever seen it done, even informally? 
Smith: A mother mi ght keep a book on a baby. 
Inst: Have you ever heard of a mother doing that--the father being 
interested in it too? First steps t aken such-and-such a date; 
we i ght on such-and-such a date at so many months. Lots of parents 
keep informal daybooks on a first child, I don't know about the 
second one. Of course , t he profes s ional psychologist would do a 
really t horough one , wouldn't he ? For i nstance, one of the 
teachers on the Teachers' College faculty at Columbia University 
right novr was one of the first children to have a daybook kept 
on him by his eminent father. You vvill probably run across some 
of the data on this man, at t hat time a baby, now a professor 
of psychology himself, but his father kept very good observa-
tions on his first son and this is writt en up in the text books. 
But lots of quite uneducated psychologists, young par ents , keep 
daybooks on their children, t hat is of a sort. ~eight at birth, 
we i ght at ten months, when the first to oth appeared, when he 
f irst began to creep , when he first began to notice objects. That 
would be a dayb ook . You could use it on an adult I supp ose. 
'IJ.orehous e : It would be harder to keep. 
Inst: The more complex a person gets the harder it ·would be to keep a 
daybook, woul dn 't i t? VVhat ar e some of the other methods of 
getting observations and descriptions? 
Si mpson: Ther e is the field study . It is rnaking observations on t he 
spot and not trying to c ontrol the conditions under which the 
observat ions are made, just standing off and recording what 
goes on. 
Inst: Have you ever done that yourself' in a rather unscientific manner? 
You coul d do it any time of day and anyl"ihere. We all do that 
when we wonder what is making t his crowd for m down on t he street 
corner. 'hich people on the street go i nto the crowd and which 
people go by? What makes a crowd collect at an automobile acci-
dent, and which people go into the crowd and which people go by? 
Out in t he hall what makes certain people do certain things ever y 
day at t he same time? How many of you have ever done t hat? You 
look a l ittle puzzled, as though you never t hought of obs erving 
your fellow human beings. 
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Morehouse: We went on that fres hmen picnic and there was t his other girl 
and I and we wanted to get into the bus . We started t o go 
into t he bus and somebody said, "Wh at i s the matter? 11 , and 
we said , ·"We are leaving now. 11 ; everybody followed us into 
the bus and we were about an hour early. ~e just meant we 
were leavine ourselves. 
Inst: You might label that the influence of other people on others . 
Morehouse : Then one time a bunch of we kids were together coming home 
from school and we stood looking at the S~J and everybody 
came to stand and look at the s ky . W'e just did it to see 
what other would do. 
Inst: In a sense that was a clinical obser vation of the effect on other 
people. You could write a t hesis on such observations. That 
vmuld be field observation to a certain degree, wouldn 1 t it? 
Just go out on the street corner and check how many people do a 
certain thing at a certain tllne. How many people pass the corner 
a.t a. certain hour of the day. How many people coming dovm the 
hall stop and get a drink. It might be interesting if somebody 
in a red sweater stops to t ake a drink to s ee how many people 
will stop and t ake a drink al s o. Teachers are doing it all the 
time in the classroom. 
Si mpson: I thi nk t he pupils are doin8 it at the same time in t he class-
room too. 
Inst: Of t he teachers or of each other? 
Si npson: Of each other and of the teachers too. 
Ins t : They must, or how do you get fads going . If nobody in this school 
noticed that somebody else wore bluejeans, blue jeans wouldn't 
become quite the style. That is gett i ng out of what the f ield 
of observation is into the field of i nfluence. 
Salandra: The life history by which the psychologist trys t o make his 
study of the case. 
Inst: Y~hat does that all mean to you? It sounds like a direct quote 
f rom the book. 
~ orehouse: There is a good example of that in the child history . In 
our lecture the psychologists were tracing a man 1 s background. 
I think t hey traced it back to hi s kindergarten days when 
he disliked his teacher and people after that that remi nded 
hi m of t hat teacher he disliked also. 
Sellers: Isn 1 t it more that there are a l ot of cases with similar cir-
cumstances? If a boy aged ten robbed a bank they woul d go back 
and review . all the cases of boys aged ten who robbed banks th en 
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would try to figure out what made them do it. It would be a life study. 
Inst : Is a life study a study of a great number of people or an inten-
s ive study of one person? 
1 .Students: The study of one person . 
I nst: What ycu are talking about is a perfectly logical system of get-
ting good data . 
Shaw: I tho11ght a life study meant t hey would study one case and compare 
it with other similar cases. 
Inst: Well, they might do that in treating the patient but they woul dn't 
do that in getting his life history, but that vmuldn' t be the 
life study from the day of his birth. It woul d stick to the one 
individual you were studying if it was· a life study. 
Morehouse: I know this girl who lives across the street. She is about 
eighteen and she started to get quite nervous . They traced 
everything back to our adventures together as girls . She 
told roe how they bring back everyt hi ng you can remember 
slowly so they know everything about her. That is how they 
got to t he root of her problem. It had happened in her 
childhood. 
Sellers: It is sort of a biography only much more intense. 
Inst: The life history method is really made up of three parts, and 
the daybook method is one of the parts. That is the one that 
deals with the childhood. Vlha t other parts are there? 
Schriver: That is ~hysical examination, and psychologi cal examination, 
and t hen a social worker who examines the home conditions, 
and then there is •••• 
Inst: Let's stick to t hat one. We haven't mentioned that one until 
now. Has anyone of you ever encountered that one tJ~e? 
Shaw: Well, at home my mother is a school teacher and she had a little 
boy i n class and all the teachers felt he wasn't mentally fit 
for t he grade that he was in, but they couldn't put him back any 
more. They had the guidance teacher and the school nurse take 
him to a clinic in Albany and then the social viorker came to the 
home and investigated there and all and they found that he 
really was sort of unbalanced but he wasn 't mentally ill or any-
thing . He really was immature, but he was n ' t fit for the grade , 
but t hey couldn't do anyt hing about it because of a law there 
that you can only keep a student back a certain n~~ber of times. 
Inst: Anybody else ever had any personal experiences with this sort of 
thing? Your father is a doctor and gets around some of these things? 
--=--- - ----= -:;.,_- -~ -~-
Is there anybody who wants to ask any questions? Do you understand what 
it consists of? In a sense we all go through it when we go to a doctor 
because he not only examines you physically but he asks about your 
, health and your sleep habits which is getting over into the area of your 
mental health. Have you ever had that personal experience of going to 
a doctor for what you thought was going to be a physical check-up but 
he asks q estions by which he is getting at your .mental health? Questions 
like, 11Are you getting enough to eat; are you having any trouble in 
school?" In a way he is get ting a little psychological work in too. 
Probably in your circumstances you wouldn't have a social worker come in. 
Morehouse: I ·was going to say that if you go to a doctor for a physical 
check-up he will ask you those questions because your mental 
health has so much to do with your physical health, and if 
you go to a psychologist he will ask questions about your 
physical health because your mental health has so much to 
do wi th your physical health. 
Inst: Do you begin to see why all psychiatrists are HI . D. 1 s first? If 
you are suffering from pneuJn.onia, a counseling session isn't going 
to cure the pneu..'"ll.onia, so the body and the mind are so closely 
connected you can't work on one without concerning the other. 
All right , what was the fourth method? 
Ro::nano: Is that the case history method? The;r get records of peoples 1 
lives and t hey try to find out what is ·wrong. 
Inst: It is really a life history isn't it? Have you ever been asked 
to write your autobiography for your English class? I have come 
fro ::n a school where all the freshmen girls were asked to ·write · 
an autobiography of their life history· before being admit t ed to 
school. Those t hings were used too . The:;r came t o the Assistant 
Dean of Women who read t heB, analyzed t he problems, and would 
tell the student ' s senior adviser, "Mary Smith who is going to 
be on your corridor has a problem"; or 11 The biography of Susan 
Jones indicates that she has a physical disability , you will 
have to provide rest .for her"; 11Somebody 1 s biography indicates 
that she is going to need a lot of help in not getting homesick." 
They ·were really used to help the girl after she got on campus . 
There were check-ups during the year also. It seemed to work 
very well. I think it got a lot of the girls over the hump. 
11 Salandra: Do t hose problem tests really help? I know Y:Then we took them there were a lot of little things like, "Do you get enough 
sleep? 11 The problems seemed that some people had a lo t that 
were reall y serious, but I know they didn't have any that 
were really bad. I would say that it wouldn't take a doctor 
of psychology to know that all freshmen weren ' t getting enough 
sleep during freshman week. 
~----=--= 
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Seymour: Another thing about those t ests. They never have a ny degree. 
You either hate everyt hing or you love it. You can't like 
it or dislike it a little bit. It is all one thing or the other. 
Inst: You see, there are de~rees of depth in those things; a nd if you 
are going to give one of t hem to 150 incoming students, you have 
to have t hat sort of t hing . If you were going to a psychologist 
for private sess ions with him , he would give you one that would 
have different degrees . 
Salandra: You hesitate to answer some of the questions, even some of 
them you think about. 
Inst: Any exa:dnation in psychology meant to be given to a whole fre sh-
man class COllldn 't be too pin-pointed. For instance, if you 
were given an English examination you wouldn't be given one at 
the graduate level, would you? If you major in English , at about 
the time you were a senior you would get a much more pin-pointed 
exami nation than you would as a fresh~an. It has to be pretty 
general. Then if the psychological counselor i n gain through 
a ll t he freshmen psychology tests found there was somebody here 
who hated everything then it would be time t o call that person 
i n and ive hLm a much more pin-pointed t est. Just as the health 
examination i s supposed to find anybody in t hat class who has 
active t uberculosis. The only way to f i nd that out is to give 
everybody a t uberculosis test . What sort of a health examination 
did you get? 
Students: They sent us cards to fill out . 
I nst : At some schools you woul d have been all lined up for a general 
examination . They would screen out t he people who couldn't 
hear and who couldn't see across t he room and so on. Then t he 
Healt h Department of that school would go to work on t hose people. 
11 Georr,e, you apparentl y don 't hear too well accordi ng t o this 
little hearing test we gave you . Maybe you had better check with 
an ear s pecialist to see whet her you need a hearin aid or whether 
you need a seat in t he front row of the clas sroom. " As a teacher 
in some classes I have been given a card saying , "Please see that 
so-and-so is seated near the blackboard, he has an eye defect." 
A teacher might get a note from the school nurse saying, "Mary 
doesn ' t see well, see t hat s he sits i n the front row." }_ary 
kDew why she was bein~ asked to sit i n t he front row and the rest 
of you wouldn't pay much attention to it and would soon forget it. 
Yfell, are there any other met hods used by psychologists? 
Schriver : Ar en't there five methods? If you breakdown the daybook and 
find out it is r eally a biography for a child. It is confusing 
a little bit. 
Salandra: I sn 't the clinical method an elaboration of the daybook me thod? 
Inst: No, it i s not an elaboration of the daybook method . Clinical 
method mi ght use the daybook method in obtaining information. 
Russo: I thought that the clinical and the biographical and the daybook 
me thod were all part of the life history method. 
Ins t : They are. Novr a.re you go in~ to say there is a life history method 
or say t here are three kinds of life history methods? I was 
wondering if we had mentioned the experimental method . 
Sellers: Isn't the experimental method one in which they have a lot of 
people? To have experiments you have one dependent variable. 
One group has done something and one group hasn't done something . 
Inst: Has anybody ever been part of a project like that? 
Smith : Well, I worked for Columbia Universty in co-operation with the 
Air Force on that. It actually wasn't psychological, it was 
what a person sees in certain objects when there is nothing to 
compare it with. They have a triangle in front of you you can 
make any size you want and you have to make a triangle the same 
size as you think t he one down the field is. They tested your 
eyesi ght before and they have about five different people do it 
and t he sixth person they will take a different triangle down 
the field and it will look the same size, but it isn't. 
Inst: lNhy did you say that wasn 1 t. a psychological test? 
Smith: I don't know, maybe it was . 
Inst: At the spot t hat you were operating it became so simple you didn't 
think of it as sort of a psychological test . 
Smith : Actuall y they had students from high schools, and that was all 
tha t participated. The:r didn 1 t tell us what it was for . They 
just said a pilot of a plane would be able to get too close to 
t he ground if he didn't have anything to compare with . 
Inst: You got in on t his one little bit of the test, didn't you? 
Salandra: In high school there was a fellow who I think was trying to 
get his Ph . D. He had to have these twelve girls to make 
t his experiment. It Yffi S making these little paper blocks 
all day long . We haq to trace a little design on one side 
and a girl on the other. Every twenty mi nutes you v10uld take 
all t he blocks you had made i n that period and put them on 
a little string with a marker. After it was all over he gave 
us these little answer sheets as to which girl you could work 
better in the group without . You didn't realize that people 
around ~rou make that much difference in ho·w much work you can 
do . But there was one particular girl i n the group who jus t 
kept rambling on, and almost everyone said they could work 
better without her. 
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Inst: He put you on a j ob just to give you something definite to do 
with your hands, but at the end he didn't ask how many of those 
little things you made. He was trying to find out just wha t 
chatting would do to t he others. 
Salandra: A few other questions he asked were concerned as to, 11 How 
long do you think you could stay at this job. 11 Most of them 
thought they couldn 1 t stay at it more than one day. There 
are i nteresting things to be found out in psychology . 
Si rkis: I read about this in a magazine. They took two groups of stu-
dents with about the same I. Q. and about the same grade. They 
put them in two different rooms and gave them a set of problems. 
In one room they played jazz and the other room was absolutely 
quite. They both seemed to come out the same. They came out 
about the same score. 
Ins t : How many of you think you would know if you were asked about 
these t hings on an examination which one of the methods was 
being used t here? 
Smith : Do n't sorile of t hem really overlap a lot? 
I nst: Of course a lot of them are going to overlap. If you did t his 
you made qui t e a few experiments to see whether something is true. 
In a few years you mi ght be used in quite a few of them if you 
are willing to do it. Perhaps the indus try you get into will 
be making an experirnent on how good the lighting is. Here are 
t hree people who have been in different psychological experi>1H~nts 
i n t he last year or so. Three people out of about fifteen who 
have actually taken part in these experi ments. 
Smith: I wonder if the tests we took before comi ng to college were 
~art of an experiment? I know even on t his year's there was 
one point that t hey said it was the firs t time it was being 
used for an experiment. It might be 3t hotiTs long i nstead of 
3 hours the next time. 
Sirkis: In that movie yesterday they showed t his workshop therapy or 
whatever it was, but t hey were using the art form as a gui de. 
I really question how much you can tell by what a person draws. 
Can you really get a detailed idea of what is going on in a I 
person 's mi nd from what he d raws? 1
1 
Ins t: You are a fres~~an i n t hi s art school. I doubt if a senior would 
even ask this question. 
Sirkis: But I mean if I am doing a problem f or three dimensional design 
t hat doesn't mean I will show my emotional problems t hrough it. 
Inst: 1i'lhy doesn 1 t your finished design when you hand it in look like 
every other one in the class? 
--~-
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1Inst: 
I 
•rally: 
I' 
II 
I Inst: 
II Tally: 
What would you like to talk about today? 
Well, I'd like to talk about, I think, the Thematic 
Aperception Test. Ia this the one with the pictures? 
I don't understand ••• 
Mr. Tally would like to talk about the '!'hematic Apercep-
tion Test. He wonders what we can get out of those 
pictures that they use. 
Would you ••• uh ••• the subconscious give an explana-
tion which is somewhat morbid. Maybe that person has 
had maybe some previous experience with someone, like 
for instance on page 38, there's a. picture of a girl 
running away and another girl watching her from above, 
and reflect my exper~ence of watching someone run 
away ••• 
1Stevens: If I were taking a. test like that, it would be a. mat-
ter of what sort of a mood I was in. I mean, I might 
want to give the examiner the wrong idea. and tell him 
why she's escaping a killer or I want to be well-
adjusted so this is a nice little girl out for a. walk. 
You know, you could really twist that around. 
Tally: There are a lot of people who are not very, I mean, 
they're not very reasonably solved. They wouldn't 
think the thing out very well, and I think they would 
just connect that with something they've seen, maybe 
a photograph, maybe something like that. It would 
be absolutely senseless. I don't think the test is 
very good, but I guess they use it with parts of other 
II 
Inst: 
tests. ' 
You doubt the value of' the Thematic Aperception Test. 
,Tally: 
I 
I would doubt the value of it ••• unless you might very, 
very obviously, I mean, the person ••• 
'Stevens: One thing it would test was whether the person had too 
much imagination or whether what they think was ab-
solutely outlandish or whether their minds were, you 
know ••• 
'! Tally: If. they were completely insane, they might come up w11h 
something pretty strange. 
!stevens: Or if they were conformists, they'd say something 
out of a movie or something like that. 
,Snyder: I think it's a good test. 
i' 
II • 
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~Inst: You think it's a good test? Why? 
II 
I 
Snyder: I took it, and well, I think you understand quite a bit 
about a person after they tell stories about these 
pictures • It just S'l OWS how a person'S mind works. 
Stevens: 
Stone: 
I think it's a pretty good test myself. 
It just wouldn't be good as the only test, and I can 
see how among other tests it would be very valuable. 
There's another one here, the Ink Blot Test. I don't 
see what good are they, what purpose it serves. 
·stevens: I can see Ink Blot Tests more, because they don't 
suggest so many things. You can read something into 
that, but a girl in a picture such as that can be do-
ing anything. 
1Snyder: See, she could be doing anything, but what you say 
shows what you think. 
I will say this much for the test. I'm sure it must 
be easier to get someone talking on this than on the 
Inkblot Test. 
,, stone: I've done it too, and I just didn't get anything out of 
it. 
Tally: 
Stone: 
I think that's what the psychologists run in to. "What 
does this remind you of, tell me anything that romes 
into your mind." "Nothing." 
I said things like "dog's head" "Indian profile," and 
it· seemed crazy to me, -the things I was getting out of 
them. It didn't make much sense to me anyway. 
Snyder: This is along the same line. I had ten or fifteen of 
these and you had to write a story about each one, 
!Tally: 
,, 
, stevens: 
Tally: 
Stevens: 
not necessarily too long, but I think the Ink Blot 
Test is better. You start with absolutely nothing. I 
These things. • • well, that's nothing too. I· 
The·re are lots of people who just wouldn't ev-en bother 
about the test ••• 
Well, you have to be interested. 
Well, that's for sure, a psychologist can't get very 
far if you're not interested. 
We took them in grade school, and we didn't care 
if they understood us or not. 
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that it hurts sometimes.? 
Stevens: 
Tally: 
Stevens: 
' Snyder: 
I 
I 
Stevens: 
Tally: 
Stevens: 
' 
'Snyder: 
Stevens: 
Tally: 
Snyder: 
I think forth grade is the most uneo-operative age. 
I still think these other tests are more valuable than 
this one. 
I think that there's one value in them, in that in-
stead of testing certain phases of the mind, it sort 
of lets the mind prove how much there is in it. I 
think that's an important part of testing for mental-
ity. 
Just what would you say this picture makes you think 
of? As soon as I saw it, something snapped into my 
mind. It must be significant of something. 
Well, it reminds me of a Nancy Drew mystery story. 
Which proves--she read Nancy Drew. 
Well, that's not the only thing I've read. 
It's the funniest thing. This is John's other wife 
right here, this is his other girl friend. 'l'his is 
horrible. It must show something about me ••• It's 
just one of those triangles. 
It reminds me of an Ellery ~ ueen mystery story I read 
once about a woman who saw herself in a mirror, and, 
you know, if you see yourself, you go crazy or die 
or something. 
Maybe if it reminds people of different things, ms.y be. 
If you have a trite mind, you think of. 
1Stevens: Nancy Drew mystery stories ••• But you might feel trite 
this morning, but tonight you might ·see something else 
in it. 
Shaw: If you made this girl a philosopher, and she's making 
up philosophies behind the stairs ••• 
Snyder: After you do three of these you don't have any at all. 
, Tally: How many did you have? 
'I 
Snyder: Ten or fifteen. 
--r- -- ---·· =-=-- -- II 
Stevens: 
Snyder: 
Perhaps you think one thing, and when you get tired, 
you think another. 
' Didn't they say in this one that youre supposed to 
talk about it, discuss it? I had to write it and 
I think writing is much harder. 
#= 
. Tally: I think you can be more false when you're writing it 
down. I think you can put onr:a bit. When you're 
talking, when you speak in an interview, you can 
catch people. And even if you don't ask them what 
they were thinking, you know that they had something 
else in mind, and that sooner or later they'll break , 
down and say what they really mean. 
Stevens: Don't you think you're inclined to11 l eave things out, 
too? ~t least, I would be, saying,Well, I won't 
bother with that little detail." 
Snyder: 
Tally: 
When I got to the tenth one, it was only f1ve lines, 
and the first one was about two pages. 
I'm interested, Mr. Deignan ••• Would you tell us the 
answers that came out in those last two tests? For 
instance, " Most girls ••• " I mean, were there a lot 
of different answers to that? 
Inst: You meari one of the tests you took during the first week 
of ·echool. 
Tally: I wonder if everybody thought along the same lines or 
what. 
1 Sbaw.L :::;: I'd love to read those things. I think that test was 
terrific. 
Inst. You liked that test much better than this sort of thing. 
Shaw: I think you could be anything you wanted to on it. I 
mean, if something made you feel poetic, you could 
make it poetic, or anything else you felt like. 
Inst. 
Tally: 
You prefer that sentence completion test 
Thematic Aperception Test. Mary Jane 
I really do, because I think this draws 
ity and i magination more. 
t h en to the 
doesn't, though. , 
on the original-
Snyder: I think they both have their merits, but would you tell 
us what they were for? 
Inst: Well, they serve the same basic purpose as these proje~ve 
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techniques. You tell about yourself in completing 
the sentences. 
Snyder: You actually don't tell about yourself, but you can 
read through and tell what a person is like. 
Inst: Indirectly you tell about yourself. 
Snyder: How about talking about these three types of peop le? 
Somatotypes. 
Stevens: I don't think it says here t hat they are marked on 
a scale of seven. 
Inst: In your textbook I think that RQUK neglects to mention 
that ••• 
Stevens: That's very important because he implies that you 
just categorize them into either endomorph, ectomorph, 
etc., and actually you're a balance of these. You 
can be 3, 1, 1, o. 
Tally: The way it's pictured in the book I think is rather 
misleading. 
I Inst: You think that Roux is prejudiced and gives you a one-
sided picture. 
' Stevens: I think you said in your lecture that ••• about 
something ••• that Roux hadn't gone into it enough. 
I felt that he didn't describe the somatotypes 
enough, compared to the Life article and compared 
to what I had read previously. 
Inst: Yes, that's probably inevitable in an elementary text-
book. Since Sheldon has written six or seven volumes 1 
about his investigations into this . "constitutional 
psychology" which is its technical name, Roux 
couldn't in an elementary textbook devote more than 
a couple of pages to it. 
1 Shaw: Well, I really think there is something in this business 
of' body-type. 
, Inst: Janet likes Sheldon's theory fairly well? Vfuat do you 
like about it? 
Shaw: Well, I think that people do run like that. Most people 
that I know t hat are fat are inclined to sleep a lot, 
eat a lot. 
Stevens: That's because they're fat ••• The thing we've got to 
~ -- ---
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'Spilman: 
I 
Soule: 
Spilman: 
Tally: 
1,Snyder: 
I' 
Stevens: 
lj snyder: 
'I 
do is decide where we don't think that fat people are 
amiable and where we do think that fat people lik e to 
sleep and like people and that sort of thing. 
I think personality is based more on environment. 
I thought so too, until I read that magazine article. 
I don't think you can classify a person and say he's 
one thing or the other and say he's definitely going 
to have one of these traits. I don't think it has 
so much value as ~me other theories. 
One thing though, it is a way of classifying. 
We couldn't actually evaluate this because we know so 
little about it. We can sortof get the general pic-
ture but I could never look at you and say you were 
this or t hat. 
You aren't a psychologist. 
No, I sure aren't. 
Of course, you'd have to use this in connection with 
someth ing else. 
Inst: Now this constitutional psychology has some value; the 
., 
consensus seems to be, however, that it should be used 
with other techniques if you're going to get a 
definitive picture of tre personality. Am I out in 
left field or are we in agreement? 
Tally: We can say it's~ way of classifying but yet it's not a . 
very sure way. It goes right back to the first dis-
cussion group when we were deciding w~ether or not 
psychology was a science, when we weren't quite sure 
what it was ••• 
,sumner: I think the theory has to be developed a lot, and in 
the book it says it will be about a hundred years 
before they get what they want. So we have a lot of 
work to do, but I think it's a good beginning. 
Tally: I think so too. I think it's a good beginning. It's 
one of those things that seem like good horse sense, 
because I guess even from childhood you kind of look 
at things like that. I mean, it seems to fall right 
in line. Does it strike you that way? 
1Shaw: Yes, you always think of a thin person being nerv~os. 
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Tally: 
Snyder: 
Stevens: 
Tally: 
Snyder: 
I 
I 
Stevens: 
Yes, the thin person is t he tennis player. 
I think the test is good because you have to get 
down to something, and ir you get just one little 
part of a person, it's worth while. 
Being biological about the whole thing, I've had 
biology and I haven't had p sychology yet so I still 
think in terms or that, probably a thin person that 
was lazT,: that Bill described might have the tempera-
ment or a rat person, and perhaps one or his glands 
wasn't runctioning right so he was thin. 
But that's not too orten though. 
There's one thing about it though. A mesomorph is 
supposed to be muscular and he reacts_ quickly, and 
it says "socially well adjusted 11 • Haven't you seen I 
a lot or muscular people who aren't so well adjuste~ 
I think you'll rind a small percentage or any group 
is well adjusted. 
1 Snyder: I know a muscular person who is not necessarily well 
adjusted, but he impressed me as being the back-
woodsy type. But chopping down trees, I supposed 
one can be socially well adjusted in the back woods. 
Stevens: 
Tally: 
Stevens: 
Especially if he gets along very well with other 
tree cutters. 
Well, that's considering a man. What about a woman 
who is tall andmuscular. Sometimes they have a hard 
time. 
Maybe at parties and things when they're holding a 
little wine glass. But out on the beach when they 
are building rires and chopping up logs. 
Shaw: The ones that go out ror games ••• 
Stevens: They might not be so sophistocated, but they get 
along well on teams. 
, snyder: A muscular person is usually quite sure or himselr, 
1 and ir a person is sure or himselr, he gets along 
with other peop le. 
Stevens: It depends on what way they are muscular. Some 
people are ~ muscular and ~ big. • • 
Snyder: Usually you find they're pretty sure of themselves, 
too. 
Shaw: Take the big time college athlete who goes to all these 
parties ••• 
Tally: Yes, well let's go back to our old Russian gal in the 
salt mines. I wonder how popular she is. 
Stevens: Well, popular is different from socially well ad-
justed. A person can be p:>pular and very nervous. 
!Tally: Now we have popularity versus well adjustment. 
,Snyder: What's this little girl in the salt mines? 
I 
Soos: Well, what does "socially well adjusted" mean? 
•Tally: That is true. What is "socially well adjusted?n 
Stevens: 
Tally: 
Well, we're getting back to our national character:;;: 
istics in a way ••• 
I want to know what everybody thinks about "socially 
well adjusted". It means well adjusted in society, 
right? 
Spillman: Ability to get along in situationsthat arise, , • 
Stevens: But on the other hand, there are a lot of people 
who outwardly get along very well with peop le, 
and yet they don't sleep well at night, they worry, 
etc. and then everything they do do, when they do 
it well, is a great effort for them. Whereas there 
are some people who can take things very simply and 
easily. They may have problems, but they just get 
along more easily. 
~I.'ally: Well, the thing is that there are people who are high 
strung and nervmus within themselves, yet they get 
along with peop le very well, and then you have the 
person who is well adjusted within himself am 
well adjusted outside. I think both of them are 
equally well adjusted socially. 
Stevens: Some people get along fine when they're in a good 
mood ••• 
Snyder: A socially well adjusted person, as far as I'm con-
cerned, has to get along well with herself, not 
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necessarily with every other person in the world. 
lt has to be a steady thing ••• someone who can 
see things and not worry about what other people 
think and that sort of thing. I don't think it 
depends on how popular you are at all. 
'l'ally: I think you can look at i tin two ways. • • 
Stevens: I think socially implies the outer world. 
Tally: That's right--society. 
Snyder: I don't think so. 
Stevens: Maybe it's g ood to be well adjusted with yourself, 
but ••• 
1 Snyder: But if you were one of these life of the party sort 
of persons, and when you go to a party eve r ybody is 
just mad about you but you go home and you just 
can't sleep and you think about this and that, then 
you just aren't well adjusted. 
Tally: But look at the word itself--socially. That doesn't 
say inside a person, that's the outward view of a 
person. 
Snyder: Not necessarily. 
Stevens: Maybe you could say that a person got along well 
with a group because they were well adjusted within 
themselves. In other words, they are so serene 
and they can take things well, and because of that 
they do get along well with other people, because 
other people see that quality in them and like it. 
Inst; There seems to be a contradiction, though not necessar-
ily a contradiction, rather two possible meanings 
applied to personality, whether it's a self-concept, 
and I think that term is discussed in Chapter 2 or 
3, or a social concept, the social stimulus value. 
Snyder: This one person goes to a party and knows just exact-
ly what to do, is very tactful, gets along well with 
everyone, and comes home and has these horrible 
conflicts within ••• You say that's the socially 
well adjusted person. Well, what about the person 
who comes to this little party and slaps everybody 
on the back, good, jolly old soul, and goes home and1 
sleeps lik e a log with nary a worry in the world? 
Tally: I would say that both are equally well socially 
adjusted because they can get along with people • 
What happens to him after he gets home ••• that's 
not my problem. In this case I'm not considering 
both sides of the picture • 
. Snyder: Would you say this person was socially well adjusted 
who just sort of stood in the background a little 
bit but never had any hidden fears or anythihg 
like that? 
Stevens: Well he feels he can do what he wants to, he can 
stay in t~ background, but another person who wants 
to be the life of the party doesn't want to stay 
in the background. He doesn't like it there. 
There are some people who are veryhappy in the back-
ground. As long as you get from social relations 
what you feel you need, and you feel you're giving 
and exerting your full personality. 
Snyder: As far as I can see, a socially well adjusted person , 
is one who is happy. 
' Stevens: Happy socially, in a group. 
Snyder: By himself, too. 
Stevens: There's well adjusted, and there's socially well 
adjusted, and that's the whole thing. Socially 
well adjusted is just in relation to other people, 
Bill and I think. 
Tally: Of course, a person who is inwardly well adjusted 
will have an easier time making friends and keeping 
them. You could ask ten people about Dick who 
is not well adjusted inwardly and about Harry who 
is very well adjusted inwardly, am you could ask 
them "What do you think about this person and that 
person?" "He's a great guy," "He's a great guy." 
They all say the same thing about all of them, about1 
both of them, they're equally well adjusted with 
society. 
Snyder: If a perron isn't himself well adjusted, it's going 
to show up in society. 
Tally: But it might not. Of course, there are all sorts of 
deviations in everytling. • • 
I 
II 
.. 
I 
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Snyder: Well, I guess you people don't agree with me, but I 
don't think a person can be socially well adjusted 
unless he's adjusted within himself. Does anyone 
agree with me? 
Soule: I do to an extent, but not completely. What bothers 
me is when you say that a person has to be popular 
to be socially well adjusted, I ron't agree with 
that, because a person can be perfectly happy not 
being popular. 
Tally: But it's getting along and being either not noticed 
or well liked. If a person is disliked he's not 
socially well adjusted. 
Soule: Do you think that you can't be socially well adjusted 
if there are some people who dislike you? 
Tally: No,that's not what I'm saying. If some peop le dislike 
you, we all have enemies, that is people who don't 
lik e us as much as we like ourselves, so that's to 
be expected if some people don't like you. But 
the party boys also certainly have a pile of enemies 
either through jealousy or people who see through 
t h em. 
Snyder: Well, you just defeated yourself. 
Tally: Why, do you see through ~ ? A person can be quiet, too 
and people can just not stand to be around him. 
Every little remark and every little action just 
gripes you the wrong way. 
1 Shaw: Why do peop le do that? I know several people I can't 
stand being near. ~ don't mean to be rude, but ••• 
Tally: A lot of people don't lik e a person because this 
person is getting to be a little high-hat and 
conceited, for example. I think that's the sort of 
person isn't socially well adjusted. 
Stewart: Well, a person who is socially well adjusted is the 
one who can get along with society and society can 
get along well with him. 
Tally: That's right. There migh t be a person you might never 
notice, but as far as society is concerned he's 
getting along. He's not hitting them the wrong 
way. 
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Stewart: How about the leader, the one who is always doing 
something, yet makes enemies because he is the 
leader. 
Soos: That's jealousy, isn't it? 
Tally: It all depends. There might be a lot of reasons why 
he has enemies because he's a leader. He might 
be like this person I know who is a leader of a 
description, of a type, but he kind of makes an 
ass of himself because of it ••• 
· Stewart: That's not the kind of a person I was talking about. 
Snyder: 
Stevens: 
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A person can be a leader and people don't like him 
because of that, but I believe that the people who 
don't like him aren't socially well adjusted. 
I think that the psychology of leaders is a very 
interesting thing. 'l'here are some people who are 
just naturally leaders, no matter ~hat they do 
people will instinctively feel that what they do is 
right. 'l'here are other people who want to be looked 
up to for any number of reasons and they will try, 
and if they are socially acceptable and intelligent 
and various other things they will manage to work 
themselves up. 
I don't think it's jealousy that makes people disli~ 
leaders though. I think it's because the leader 
is in t h e spotlight, and you just see theirbad 
points. 
The cases I 1 ve run u.p against are the people who 
don't like the leader are the people who are jealous 
and want his or her position for himself. 
Or it may be a personality conflict. Maybe the 
leader is a hale and hearty person, and they don't 
like him because they are the quiet type. 
I think there are leaders who aren't socially well 
adjusted. There are generals who stick close to 
their tent, they don't care if they never see anyone. 
But what kind of a leader is that? So maybe he has 
command, but that's not a leader of people. 
When you talk about generals of the Civil War and 
Woodrow Wilson, they have come to leadership through 
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a very complicated process. 
iStewart: But they are still leaders. 
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Let's take a small type leader. I oome from a small 
town and it gives the whole thing. There are 
peop le who just have that certain quality. They're 
absolutely terrific people and the rest of the town 
just seems to look up to them, the father of this 
family for guidance etc., not just because they have 
money, because they don 't havemoney any more, but 
he just seems to be the type of person that every-
body has a lot of confidence in, and very socially 
well adjusted. He gets along well with h is family 
and with everyone, and he doesn't have these 
horrible fears or anything like that. He's just 
the type of person that people depend on and I 
think that's a leader. 
That's a natural leader. 
I 
I 
I 
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Mr. Stone thi~he would like to hAve a little dis-
cussion about the tests he's been taking since he 
came to the R. I. School of Design. 
Do you think in this short time your interests may 
change though? 
Not in art. 
Or in anything else? 
Well, I'm not sure. I just put down the answers 
that I think will fit me, and see what happens, see 
whether the same thing comes out, or if it's all 
changed around. · 
It still depends on the mood, just a little bit. 
But if it comes out the same a couple of times, and 
if you really think you are interested in something 
and it comes out wrong, there's bound to be some-
thing behind it. 
I think they come out mostly the same though, I mean 
not exactly the same, but I think everybody would 
come out behind art. I think they come out pretty 
much the same. 
I don't know though. When was it that we took those 
last quizzes? 
That was in September. 
Our attitudes and ideas have changed an awful lot 
in all of us through this year. 
Our attitudes have changed but I don't thia~ our 
interests have that much. 
I don't know though. A lot of kids have made radi-
cal changes in their plans of what they're going to 
major in etc., and as we've seen, a lot of the maj-
ors here include business things and things like tha~ 
and if there had been a change the interest would 
slack off in that particular thing. Is that the 
only test we're going to take over again? 
No, I'd like to have you take several of them over 
again because I suspected thev~idity of some of the 
scores. The general tendency was down, indicating 
poor adjustment after a period of several months. 
It's probably true. 
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Who are these for actually, for us or for your bene-
fit? 
I interpret them for you because I think primarily 
the tests are for you, although I 1m interested very 
much in the results of these tests. 
Why is that? 
If these tests are valid, they should be a great deal 
of help to me in my job~ not in my job of teaching 
this course, but in my job as dean of students, be-
cause over a period of four years we have been under 
a personality problem. There are other uses that 
these tests can be put to. 
In just a general way, though, they wouldn't apply 
directly to the individual, in determining just what 
that person was like. Well, I mean that we can't 
put too much confidence in them in choosing a major 
••• (unintelligible) 
I should think if some problem in another person 
arose, they would check up on these things and see 
if it fits in. If the pattern fits together, they 
have much more to go on. It's a little like spying. 
The test results, remember, will never be used 
against the pe~son. The only reason we would use 
them is to help the person, either to choose the 
right course of study, or to reduce tensions that he 
may have, tensions that may be hindering him from 
enjoying his life as much as he might or from getti~ 
much out of school work. In other words, there's 
no nefarious purpose underlying these tests. We're 
not trying to psychoanalyze you people just for the 
pleasure of finding out what makes you tick. 
What was the average I.Q. on those tests at the 
beginning? 
113 
Well, what's the score for the average college 
student? Not just this school, but colleges in 
general. 
It depends some on the college, but the average 
around t he country is about 110 or 115. 
So we're about average? 
284 
:1 Inst: 
Stone: 
Snyder: 
Inst: 
Soos: 
Inst: 
Talley: 
Snyder: 
Talley: 
Inst: 
Wrigle y : 
Inst: 
You thought that you were less intelligent than the 
average college student as a group? 
Does that mean that we can step out of here into 
liberal arts colleges and liberal arts courses and 
still stay on a par with other students? 
Those are college freshmen. Is that right? 
College freshmen, but if the assumption about the 
I.Q. being constant is sound, then it wouldn't make 
anY difference whether you're freshmen or seniors. 
Would the average I.Q. of the seniors in an average 
college be an average that depended on the students? 
That's a good point. Would it be the same? 
It doesn't change, does it? 
No, but there's a lot of people who drop out of 
college and I should imagine that the ones with the 
higher I.Q.'s would be sure to stay in and make it 
higher. So therefore you have more competition. 
Is the type of score the only thing in comparing 
these I.Q.'s? 
Yes. I'm sure you could figure out how the type of 
school would influence it, or would be influenced 
by the score on the Scholastic Aptitude Test, which 
I prefer to I.Q. since this is not, as we said sev-
eral times, a valid I.Q. Suppose you entered Brown 
or Pembroke, not the School of Design. 
First of all the I.Q. tests that these students took 
to determine the I.Q. 1 s would be all the same for 
all the students, where the kids from Brown and 
Pembroke all had the same I. Q. test as we did ••• 
(unintelligible) 
Well, the one that you took is very widely used in 
American colleges. We don't require the College 
Board here. They require the College Board at Brown. 
The College Board is very similar although it's more 
comprehensive than the test you took. I don't know 
if any of you took the College Board or not, but it 
has two parts, Verbal and Math. That's what you 
have on Otis, Verbal and Math, so the correlation 
would be fairly good. 
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Here it's mostly talent, and I don't think that 
talent has much to do with your I.Q. Maybe I'm 
wrong in that respect, but then if you go somewhere 
like an engineering school, you have to be pretty 
intelligent, and that's what I.Q. is. 
So that means that if we did go to engineering school 
we'd f~r~· pretty well. 
No, that's not right, because I should i magine that 
the average I.Q. in the freshmen at M.I.T. wouldn't 
be 113. 
But it says the average throughout the country is 115. 
But M.I.T. doesn't have to be throughout the country, 
just like some other college where they take people 
who don't have to have the average intelligence. 
Something like that would be above average. 
It wouldn't be too high above average though when you 
think about it, especially the freshman class because 
a lot of people get by the entrance exams and not 
get by the school. In the senior year at M.I.T. 
or Harvard or Yale and some of those school, the 
I.Q. would probably show up quite high. They'd 
probably get an average of 120 if not higher. 
Yes, but wouldn't you say that the freshmen at 
Harvard and Yale and places like that actually need 
more brains than freshmen here? 
Yes, but in a different way. They're studying 
straight out of books. They're taking fact, fact, 
fact. Here we're taking nothing, nothing, nothing. 
Imagine the brains in the Graduate School at Harvard. 
Well, I don't know, there's a difference as you say 
between scholastic ability and I.Q. How would you 
measure the I.Q. of somebody on some island out in 
the Pacific. You couldn't ask them to take a test 
on a p sychology course or something like that. I 
think I.Q. is something like, well, I mean there are 
inborn abilities, and it's the potential that's 
there. It's not what you've acquired. 
Yes, in order to have a valid I.Q. then you have to 
take into consideration the culture. 
Well, you don't have to take the culture, but just 
the basic concept of the I.Q. I don't think is how 
much you can recite on logic, because that's 
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something that you learn. But your I.Q. is your 
possibility more than what you have. 
Doesn't your I.Q. measure your potentials plus what 
you already know? 
It's not supposed to. 
Well, wouldn't that influence your score though? 
No, like those tests of putting blocks together and 
things like that. Anyone can take that. The In-
telligence Quotient, isn't it how much you can 
learn? Your capability? ----
It's both, what you know, and more important, it's 
a prediction of what you could learn given the train-
ing. But the ass~ption is that anyone who takes 
the test has had equal opportunity to acquire the 
information necessary to solve the problems you have 
on the Scholastic Aptitude Test. So it's not an 
ability test, but you make an assumption that all 
the people who take the tests have had equal oppor-
tunity to learn what is required to answer the 
questions. I don't know if I've made myself clear. 
Wouldn't you say though that the person that did 
know more stands to score better on the I.Q. test? 
Say that there were two people \vith the same pos-
sibilities, but one person at the certain time that 
they took the test knew more than the other person. 
Wouldn't he score higher? 
How about that? Two persons of the same cronological 
age take an I.Q. test and they both have gone through 
the public school system through the elementary and 
high schools, and one scores higher. What conclusiDns 
do we draw from that? 
One is capable of learning more than the other. 
What if one just doesn't care. He has the possibiliV 
and the same mental ability but he just doesn't want 1 
to. 
• • • (unintelligible) 
Suppose oneknew more than the other one, that 
doesn't prove that the other one isn't capable. It's 
just that he might have had some reason he didn't 
want to learn. 
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But you say there's the possibility that he did 
know, he could know more? 
No, I say there's the possibility that he could know 
as much as the other. 
Do you say then that all people can learn if they 
really want to, they can learn as much as the other 
one? Do you think every person could be just as 
smart as the next fellow? 
I don't understand though. If you have two people 
with the same potentials, and one knows more at that 
given time, won't he score higher on the I.Q. test? 
They're both trying their hardest and they're both 
in the same mood and everything • 
• • • (unintelligible) 
They've both had the same training, but one gets 
better marks, for example. He just studied more 
and knew more generally. Won't his scores be higher? 
I think naturally they would. 
Maybe just by a few points, but if they both have 
the same amount of intelligence--these tests, I think, 
are made up so that they come right down to basic 
things, not how much you've memorized or anything 
like that. I've had I.Q. tests where they never ask 
you history questions because history is just a ques-
tion of memory. 
Well, certain mathematics too. 
No, that's reason. 
Well, if somebody doesn't know that 2 and 2 are 4, 
and somebody else does, that person just hasn't had 
the opportunity to learn it. 
I know, but these two peopl~ have both gone through 
high school ••• (unintelligible) 
Well, let's take somebody from a different culture 
or something like that. Take an American student who 
has gone through high school and he takes an I.Q. 
test with somebody from Iran, or some place like that, 
and this other person hasn't had the opportunity to 
have the education that the American had. But perhaps 
he could make up the work in half the ~ime it took 
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the American to do it, and still go on into competi-
tion with him. 
I still say the one from Iran will have an I. Q. which 
is higher than the American, because these are basic 
things, how much you are capable of learning, not 
what you've learned already. 
If this person from Iran has not had the educational 
opportunities that the person from this country has 
had, then he can't score higher, and once more it 
wouldn't be anywhere near valid to give him the same 
test. You'd have to make out an entirely new test 
for him and what he has learned. 
Yes, but the idea--he said that the students had 
equal opportunities and the same schooling and took 
the same test and one scored higher and that wouldn't 
prove that his mental ability is higher. Some out- , 
side factor might have prevented him from wanting to 
learn at that time. He might have had no desire to 
learn, or was indifferent to his work. 
If we're talking about really valid I.Q. 's I should 
think we would want to take the test or similar tests 
three or four times, and check the results before 
we said anything. 
Well, you can give three or four tests to the same 
two and it will fall into the same level every time. 
'rhey have to be spaced far enough apart. 
Spacing wouldn't make any difference. 
••• (unintelligible) 
Let me ask you one thing. 
know influence your score~ 
Does what you already 
That's about it. 
I think it does. I think any kind of scholastic 
training is basically to perfect your reasoning and 
logic, and if you have that then you can answer any 
kind of basic questions that require reasoning and 
logic better than someone who hasn't had scholastic 
training. So therefore I think that someone who did 
have more schooling than someone else would naturally 
get a higher mark on the test. 
Then you're saying that these tests that people take 
before they go into the first grade ••• (unintellig-
ible). 
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Putting blocks together, putting pencils in a ~ar 
etc., you say that that sort of a test is more valid· 
than the ones that you take now? Because nobody's 
had any training. 
But you have though, even though it's different • 
• • • (unintelligible) 
I remember that we had one in junior high school, 
and one of the questions was, "What is the most 
popular make of car?" and I didn't see that that had 
anything to do with it. I don't know if it was I.Q. 
or what. 
General knowledge, probably. 
See, that was general knowledge. I didn't know. 
Somebody else who might not have had much ability 
in English might have known, might have known all 
about cars. They're perhaps located so that they 
would know more about cars. 
I remember in high school they had this system (I 
didn't realize they had it until I was a junior or 
senior)of I.Q. tests and your I.Q. was such and such 
a thing, and then you had to make so many points or 
you went on probationary list or something like that. 
You were supposed to get 5 or 6 points, an A counting 
for 3 points, a B for 2, etc. If you didn't make 
as many points as your I. Q. said you were supposed to 
make, you were just out of luck. 
I think that's a darn good way to do it, because that 
way people have to apply themselves. So many times 
you hear people say, "You're an A student, but you 
just don't try.'' 
In a way it is, but then after you get out of school 
no one's going to take into consideration how well 
you work according to the ability you have. It's how 
well you work or how well you don't work. 
I was thinking about that the other day, and I figureq 
out if I had really applied myself, I could have got-
ten a lot more out of school. 
How about interests though? Where do they fit in? 
They don't fit in anywhere. I couldn't stand French, 
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and I got C1 s straight through and I was capable 
of doing much better, but I wasn't interested in it. 
Vfuat if your I.Q. score is very, very high, and you 
work hard throughout your whole school career, can 
you be sure that you'll end up successful or with a 
very good education? 
If you have a high I.Q. and you work hard in school, 
can you guarantee that you'll be successful? 
No, wait a minute. If your I.Q. scores are high, 
and you try your best at all your studies, does that 
guarantee you high marks? 
It does not guarantee high marks because marks are 
given by teachers who perhaps mark on factors other 
than your trying to do your best, or the fact that 
you have good intelligence. To the extent that marks 
and success in school, when you use marks as a crit-
erion of success,are determined by such things as a 
high I.Q. and good motivation and perserverance, 
hard work, etc. then there . should be a good correla-
tion. But you have some other variables contaminat-
ing your prediction, such things as teachers' fallib-
ility. 
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But not every white man accepts the feeling. 
And not every ~hdian wants to become part of the 
white man's society 
EI'ha t 's right. They want to be left alone • They want 
their own land and send their children to school. 
But when the Indians go to town to get a job, what 
do they get the job for, two hours a day or something 
like that? If they get out and fight like they did 
in the second world war, they can do some work too. 
But it stems back to us again. They wouldn't have 
to go into the cities if their culture was such that 
it could support them. 
Yes, that's true. If there were enough land so that 
they could farm, they'd rather do that. 
The only thing is that you can't very well isolate 
a whole community like that. You can very well say 
if you gave them land, if you gave them this or t hat, 
but you're not going to lay out a hundred square miles 
and say well you stay within that area and don't 
communicate with the outside world. Naturally they're 
going to, and naturally there's going to be some 
ideas taken in. That's the trouble--the ideas that 
come in can change their culture up to a certain de-
gree which makes it impossible to have either an 
American culture or an Indian culture. I think that's 
the point. I certainly don't think you can bring 
Indians back to the point of three hundred years ago, 
and have them happy and peaceful and all that. You 
have to have some way for them to use t heir own cul-
ture, and make it better, more sanitary, more educa-
tional. They're certainly going to have to use some 
standards which are outside their own, because they 
are not going to be able to have cars lined up at the 
door and say,"but we're still three hundred; years 
back." When two cultures come together, that's when 
a renaissance occurs, and all t hose big periods came. 
A lot of them stay on the reservations as a matter of 
choice, and those that don't become a part ••• (un-
intelligible). 
The ones that leave are the ones that are educated. 
. . .( unintelligible) 
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Well, they don't have to be educated in the white 
man's way; they can be educated in the Indian way. 
But once you show something to somebody, like a car, 
you can't take itaway and think he's not going to 
think of it anymore. 
But a lot of them had the white man's education and 
went into the city, and they returned. 
Well, that's just like what you were telling about, 
what happened to all these Indians that went into the 
service. From what I've met of them, they're as you 
and I are. Noone's going to tell me that they went 
back to the reservation and are living as the Indians 
there are. 
Why shouldn't they? 
They're more intelligent. 
But were they accepted? 
'l1hey were drafted into the service and spent three 
years in the service. Many of them even signed over 
because they had a better life than before. You 
have to be accepted in the service • 
• • • (unintelligible) 
But if they were brought up on the reservation, it's 
their home. It's just as much home to them as ours 
is to us. We'd be just as much out of it. 
A lot of people had homes before they went away for 
t hree or four years. 
I don't think you can say that all don't want to go 
back to the reservation. Maybe some of them won't, 
but some of them will. 11 
Probably the reason they stayed in the service is 
that the conditions there are a lot better than on 
the reservation. 
But it's the food and the bed here, not the social 
atmosphere. 
Suppose they did go back to the reservation, what 
could they do? They're not accepted. 
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What do you mean, they're not accepted? There are 
lots of people walking up and down the street around 
here that are Indians and you don't know it. 
That's right, they are accepted here, just 
every part of the country. In Seattle and 
there the Alaskans are not accepted. Down 
New Mexico the Mexicans are not accepted. 
the negroes are not accepted, and up here 
the Italians. How can they get away from 
ation far enough to be accepted? 
like in 
around 
around 
In Georgia 
sometimes 
the reserv-
Just like you say, they are Italiaps around here who 
maybe aren't accepted, but nevertheless they're 
living, they're present, and their conditions are a 
little better • 
• • • (unintelligible) 
Not if they're living in a community. 
people don't accept Federal Hill, but 
there, they have their own community, 
happy there. 'l1hey don't care what we 
them. 
A lot of 
they're living 
and they're 
think about 
The Indian in society doesn't have his own community. 
He's just by himself. But he doesn't belong, at 
least he doesn't think he belongs. 
But I really don't think it's a question of acception. 
I do. I think people who aren't wanted feel insecure, 
and there are an awful lot of problems involved. 
If a man is determined to get ahead, no matter what 
people think about him he still wants to get ahead. 
He has that determination of character. He'll over-
come all obstacles. 
But they say that the Indians have very close family 
ties. It's just logical that they would head home. 
No, I don't think it's just logical. They've been 
brought up in one culture, and they go into the ser-
vice which is a military, very organized thing where 
everybody does something at a certain time . •• (un-
intelligible) and once they get out into another cul-
ture which is really entirely different, civilization 
which is really an entirely different civilization, 
even if you're going to be very strongwilled about it 
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and you want to make a go of it, but being thrust 
into a civilization where all standards of life, 
death, everything, are different, naturally you're 
going to want something, you're going to want to go 
back where people think the same way you do. Pretty 
much--I'm not saying that all human beings don't 
think alike. They all do, but not the same standards 
for things. Once they get back on the reservation 
they've already had a taste of outside civilization 
. and a different culture, and they might want it again, 
and they might want to bring it in. They might want 
these facilities in their homes. They might say, 
"These people have electric stoves, why can't we?" 
They're going to be very unhappy because they don't 
have the financial or economic standards that other 
people do. 
They can buy an electric stove, but no electricity. 
I think th,e main thing that the whi tea object to about 
Indians is they take anything and will work for a lot 
less than they will. 
Like in the "Grapes of Wrath." 
That's 
south. 
have a 
higher 
why all these textile industries are moving 
They work for lower wages down there. They 
terrible time here. They go on strike for 
wages, and they're only cutting their throats. 
••• (unintelligible) 
In other words if we could get their culture in such 
a state where they couldn't afford stuff, they wouldn~ 
have to come for jobs. 
Yes, but as Manny says, some of it would be explora-
tory. They'd come to the cities and they'd see all 
these things, and yet they'd want their own social 
life, so they'd learn all this and then they could 
take itback to the reservation. 
But do you really think that they're not going to come 
into the cities? Because naturally we're not going 
to put up a barrier between our culture and their 
culture. They're going to come in. Let's face it. 
They're going to come in. We can't put them on a 
reservation for four or five centuries. We've got to 
have them integrated. And the problem is how can yo~ 
integrate two cultures which are so different? 
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Why does it have to be integrated? 
It must be integrated. 
It's a slow process which has been beginning already., 
They're in a different state than we are. I don't 
think you do want to integrate. 
I don't see t hat either. 
Well, how are you going to keep them on the Beserva-
tion'? 
You don't have to keep them on the reservation. 'r hey 
can live on the reservation, and go into town any 
time they want to. The Mexicans do the same thing. 
They live south, and they come north to go into the 
cities and do whatever they want. 
All right, Mexicans are sl i ghtly different in a way. 
But if you take these Indians, once they go to the 
city, they see things. Naturally, if you went some- 1 
place and you saw something, you might want it, and I 
then again you might not. 
I 
But you wouldn't have to adopt the whole culture. 
Mr. Deignan, do you think that's true? When I said 
this before, you said you didn't think they wanted to 
change, but don't you think t hey want some of the 
modern conveniences, being abl e to lock their doors, 
and various other things. 
Well, I wouldn't say they wanted to lock doors, be-
cause in the Indian culture originally theivery was 
unknown, and it was so rare that thieves were pun-
ished by ostracism or by death. So there's no nec-
essity for locking doors. I t h ink your point is well 
taken. They do, having contact with our civilization, 
see many things they would like to have. At the same 
time I think it would be wiser among the Indians to 
adopt some technical materialistic aspects of the 
white man's culture without destroying their own cul-
ture. 
Well, I think that's a possibility. 
Couldn't they be taught to be self-suff icient and 
work with these things and maybe get electricity on 
t he reser¥ation? 
I 
,, 
I 
j 
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That's what I mean. If you teach them, give them 
something new that doesn't come from within them-
selves, you're giving them something immediately from 
another culture. I'm not saying giving them the 
whole culture. 
I don't mean that the white men are going to teach 
them, I mean to train their men, their people. 
You can't say everything you see, you're going to 
want. There's a limit. 
How are you going to train their men without giving 
them ••• (unintelligible) 
They have colleges 1'or the negroes, why couldn't they 
do the same thing 1'or the Indians? 
vVhy should they? I think that's a great mistake. I 
think in education it should be as broad as possible.l 
Well, it's getting out of that now. But the Indians I 
are a dif1'erent culture, and they should have colle~s 
where they're taught what they want to learn. I 
Let them come to Ohio State and take what they want I 
to learn--agriculture or buffalo hunting. 
I 
II 
I 
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Universal military training is a topic which is of 
interest to both males and females, especially in 
the age group of you people. 
One thing I think, just as an example, I have no 
real views on it other than that I approve of it~ 
I see that Switzerland has had universal military 
training for years and years, and Switzerland came 
through the last war very well. Everyone was tra~ 
at a certain age, and they even have the type of 
universal training where the older men--everybody 
has a part to play ••• Of course, they have fewer 
people, and they're pretty strat egically located, 
so they have to be careful. I think that was very 
wisely planned by the Swiss ·and I think it has 
worked out well. That's one reason why I think we 
should have it. 
Every able bodied Swiss between the ages of 18 and 
50 is subject to military service. They all serve 
a period of two years, I believe it is, of active 
service. Then they're all subject to recall up to 
the age of 50, and Bill thinks that's pretty good. 
Still I think the impprtance of the discussion is 
something a little bit more. I mean, the way wars 
are right now, I went to Quaker seminars too and 
we were talking about being conscientious objectors. 
It's something very important to realize now that 
military service could run into awful, awf ul danger~ 
I mean, all this armament race, everybody's trying 
to build up a better army, better weapons, etc.--
it's just building up to something that has to have 
a climax sometime or other, and either we're going 
to stop it right now and not have military training 
and develop our energies into something more con-
structive and not destructive, or if we're going 
to continue, at least thinking it, pnotect~ng our 
country. 
As I gather, your point of view, you think that if 
we have a large army and great war potential, we 
will tend to use it? 
Yes, not only tend to use it, but if we build some-
thing, a weapon like the hydrogen bomb, certainly 
Russia isrlt going to say, well they have the hydro-
gen bomb, but we're going to continue using bows 
and arrows. They're going to build something that's 
a little better that protects their country, and 
then we'll build something even bigger and spend 
Wrigley: 
our money and time ••• 
Yes, but there will come a point where someone will 
develop something that will blow up the world. At 
that point everything will reach stagnancy and 
no one will use anything anymore. 
Werffenbach:Well, they already have the cobalt bomb which will 
blow up the world, won't it? 
Voyer: Cobalt has no radiation. 
Werff enbach:No, but it would blow the world up. 
Yona: 
Wrigley: 
Yona: 
Wrigley: 
Yona: 
Wrigley: 
Yona: 
Well, it would destroy the world. Through winds 
and everything, the cobalt radiation or whatever it 
is would destroy all sorts of ••• 
Well, it hasn't reached that point yet. 
It hasn't reached the point where we're going to use 
it. 
But the thing is that when they reach the point 
where they could use it if they wanted to but it 
would be stupid to use it because who would win? 
When you reach the point where nobody wins, everyone 
suffers, no nation, no matter how stupid they are 
or how aggressive they want to be, most nations when 
they want to fight a war, it's only for more land 
and for more power,_, and if they 1 re going to lose 
the whole world it stands to reason they're not go-
ing to do that. Even the people at the head of it 
don't want to die. 
That's true, but even if you blow up only half the 
world, you might as well say that the whole world 
is blown up. If there's a half a million people 
still living, that doesn't mean that the world is 
still intact. If you blow up one continent--imagine 
not having Europe around. 
But it's gotten to the point where it's not going 
to be only half a world being blown up, it's going 
to be the whole damn thing. 
All right, why can't we have a pacifist movement? 
I mean, like Ghandi. I'm not saying that Ghandi's 
theory would work in America. In India there are 
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probably two philosophers for every bricklayer. I 
think they think quite differently than Americans 
do now. I still think that if everybody would say 
we're going to stop right here and now, we're not 
going to have anymore military training, we're not 
going to have anymore ROTC, this business of Civil 
Defense etc. I mean you can't hit a man when he's 
lying down. 
Who says you can't hit a man when he's lying down? 
According to the American system of ethics you don't 
hit a man when he's lying down. 
I think it's according to any system of ethics. May-
be there ~ going to be a lot of people who are 
going to die ••• (unintelligible), but certainly 
they gained t heir independence. 
I don't think that we've reached the stage of dev-
elopment where we can just lay down everything and 
say ••• 
'rhe difference is that in many Oriental cultures 
lives are more expendable, like the Hindus believe 
that life is something horrible to be gotten over 
with, and we don't feel that way. I think that 
rather a small percentage of Americans really feel 
that life isn't all. 
Yes, when they're in the out group. But how about 
each one of us going through these strange little 
days when we're trying to get to know just our little 
selves ••• (unintelligible). 
The way I look at this universal military training 
the world is, I believe, growing up, and it follows 
the same development pattern as people of France or 
anywhere. It's a growth, and I think that small 
boys are a lot more likely to get mad over small 
things and get into a great big fight, than older 
people are. I think the countries are beginning to 
get older, and they're beginning to look at things 
more maturely. They think, well it will hurt a lot 
and I'm liable to get my arm broken if I go into 
this fight, and well is it that imp ortant to have a 
little country next to me? I think they're not 
going into it as easily as they used to. 
I think so too, but I don't think we have reach ed 
the stage where we can do without military power, 
because that is one thing that stops another country. 
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Do you think the relationship between students and 
faculty should be a very informal one? Yes? 
Well, it's the obvious attitude that the instructor 
has more knowledge in that particular field than 
the student, and I think a student can learn from 
a teacher who is informal, rather than cranky and 
formal. I think you can get much more out of an 
instructor who becomes friendly with you and then 
teaches you. 
You feel then from the pPeatical learning point of 
view that you can learn better from the instructor 
who doesn't feel himself better than you are but 
who treats you as a fellow learner in the situation. 
I think if he does consider himself better than you 
are, there is a tendency to fight the instructor 
and disagree with him a lot and try not to get any-
thing f rom him. 
Eliot f elt however that the instructor should stay 
apart a little bit from the students. 
Well, not completely--somewhat. Just to let the 
student body know that they are more or less in com-
mand of the class, and they have some respect due 
to them. 
You think it's necessary for the instructor to 
assert his position. 
Once in a while, yes. It's always good to let the 
students know where they stand. 
We do anyhow. We can't talk or anything while the 
instructor talking. We don't dare • 
• • • (unintelligible) 
Vverffenbach :You have respect for Mr. • • (unintelligible) and 
yet he's very inf ormal and his classes are very in-
formal. 
Inst: Even the instructors whom you respect a great deal 
have relatively informal classes? 
Werffenbach:You feel you can talk to them without having them 
look down on you too much. 
Inst: Well, you feel that in classes the instructor should 
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maintain a somewhat informal relationship but at 
the same time keep in the students' minds if nec-
essary that there is a difference between them and 
the instructor. He's paid to help them along the 
learning road. How about extracurricula activities? 
What do you think the relationship should be then? 
Do you think that the faculty and adminstration 
should stay away from student affairs? 
••• (unintelligible) 
In student affairs here in this school the faculty 
is treated on a continuum which ranges from indif-
ference to outright hostility. 
Well, what is it like in other schools? 
By contrast, in other places, the student group 
(they usually have student committees sponsoring 
each affair, adance, a party, or whatever it is, 
and sometimes it 1 s class officers and· so I think 
this discussion is relevant and sometimes it's an 
elected group or appointed group and they run the 
affair) the student group in most educational in-
stitutions has as one of its functions to invite 
certain faculty. It's a rule here that you must 
have some faculty to chaperon the affair. We have 
an assigned chaperon and his wife for all your 
affairs, but in most student affairs others are 
invited than the chaperon who is officially 
appointed; so one of the duties of this committee 
is to invite (. members of the faculty that they think 
would enjoy their party or that the kids would like 
to have attend the party, and then treat them as 
you would treat guests in your home. Greet them 
when they come, see that they're made comfortable, 
pay a little attention to them, introduce your date 
to them, get the other people--if it's a dance say--
to bring their dates over to them, see that they have 
something to drink; in other words, treat them as 
you would a guest, if you invite them. Do you think 
that sounds reasonable? 
That's what you meant by. • • 
Yes, that's what I meant. This dance that the soph-
omore class put on, it was the first time that that 
had happened in five years, and that covers maybe 
a hundred student affairs. In most student affairs 
the faculty come and they're ignored. 
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How many names do you actually get? 
Of course I know most of you people. 
I had a devilish time because the date I usually 
took had an unusual name and nobody got it, and I 
put sort of a crick in the line. Everybody was 
wait i ng for us to get through. 
Werffenbach:If both sides are embarrassed, why do they continue 
this? 
Voyer: 
Inst: 
Voyer: 
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Well, that's what I was going to say, because fur-
ther on in the evening when we got close to a fac-
ulty member or someone I knew and there was an in-
troduction, that went off very well and very smooth-
ly, and we had a conversation. But in the receiving 
line I didn't get half the names, and I know they 
didn't catch mine at all, you just stumble along 
from one to the other. 
Well, receiving lines perhaps serve a function once 
a year and that is ••• (unintelligible), but I thmk 
t hat is the only occasion on which you have to go 
thr ough a receiving line with t h is excep tion, and 
you won't be required to go through a rece iv~~g · 
line that time, that's when y ou graduate. When you 
graduate the president has a reception in the 
Museum and you're invited, and you're sort of ex-
pected to come over there and meet the Chairman of 
the Board of Trustees and some of the other Trustees 
and the President and his wife, etc. who will wish 
you Godspeed. 
Good politics to go. 
I think it is. There's no ch eck of the p eople who 
come, but it doesn't hurt any to, for the President 
of this institution to know you, or to have met you 
more than once; so formal receiving lines are rela-
tively rare, but student social events are quite 
common. Should there be some accepted social pat~rn 
of behavior for students' social events? 
Most of the events we have, the peop le who attend 
are all students here ••• (unintelligible), but 
I think in regard to the students who attend and 
the faculty who are invited and t heir relationship, 
they all know one another ••• (unintelligible) 
No, I don't advocate receiving lines at any student 
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affairs except maybe .(unintelligible). 
That's because there are an awful lot of outsiders 
who attend. 
You usually find them at every formal, don't you? 
Yes, receiving lines are de rigeur, they're expected. 
I can see your point about the attitude that has 
been shown the faculty so far. I never really not-
iced it before, but I guess now that you mention it 
I see it~ 
Werffenbach:One dance I went to there were about six faculty 
members all huddled at this one table, and th~ were 
just sitting there, talking to one another, and I 
guess they were having a pretty ho~rible time. 
Everyone was sitting around talking, and no one was 
talking to the faculty, and I felt kind or-sorry 
Westad: 
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for them. They were sitting by the door too, as if 
they would like to run out. 
In high school we had a special committee that 
would take care of the chaperons, see that they 
felt at ease and everything, and they got them cof-
fee and cake, and just tried to make it more inter-
esting for them. I think that ought to be done at 
all dances here too. 
That worked pretty well at high school, and you 
think that something like that should be done here~ 
Yes, it's the same idea. I don't see why it couldn't 
be, because there's nothing to it. It doesn't take 
any time, and it does make the faculty feel more 
at ease. 
I think the chaperons have the attitude that it's 
a job, and they're not going for the pleasure of it. 
Werffenbach:They don't get paid for it • 
Inst: 
• • • (unintelligible) 
Well, actually there's no compulsion for the faculty 
to attend any of these social events. The school 
has a director of student activities, Mr. Al.len. 
Part of his job is to be the official chaperon of 
all the student events. Students complain that the 
faculty are not interested in their affairs, and so 
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usually there are about six members of the faculty 
who go. There's no compulsion for them to go; they 
go because they like the kids. 
I always understood that there had to be four or 
five faculty members who went to things~ who watched 
over everything. 
Maybe that feeling you have is shared by other stu-
dents. Maybe they think that the faculty that come 
to their affairs are there as spies. 
Well; I didn't think that. I just thought it was 
to watch over things and not have a good time. 
How does Mr. Allen like going to everything? 
I think he gets pretty tired of it. 
Werffenbach:Imagine how his wife feels. 
Inst: They're out three or four times a week, because they 
have to attend all the film society's meetin~ 
Every time any organized group in school has a meet-
ing, Mr. Allen has to be in attendance. He has to 
show up sometime during the meeting. Well, we don't 
want to beat this point to death, since we have some 
in-coming officers of next year's sophomore class 
here. It might be a topic that's worth while talk-
ing about sometime. 
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Just what do you think of t hese standard receiving 
lines? 
Well, it's liable to be stuffy, but the question 
is--is it good practi~e for life after you get out? 
It certainly is, because there's a lot of e~idence 
that people lose jobs because of inability to get 
along with other people. Now when you get out, 
pnaetically all of you will have bosses, and most 
bosses have wives, who are critical of social be-
havior of the colleagues or associates of the com-
pany, and so in order to get along with people, with 
bosses in the future and their~sociates, receiving 
lines, stuffy as they are, serve a function. 
In high school it was one of the things they always 
had at the prom or every formal, and they had ushers 
who took you through, and the usher would take the 
girl's arm and her date would follow along behind 
and have the dance program etc. They would go along 
and he would introduce them "This is so~and-so, and 
her escort so-and-so," and they would say "How do 
you do?" "Pleased to meet you," "Glad you're here," 
etc. and you'd go all through like that and boy, 
you were glad when it was over. 
You were introduced very f ormally to people you had 
been associating with all year~ 
I myself, you can believe it or not, but when it 
comes to anything like that, I feel embarrassed. 
I have to go up to somebody and be introduced and 
a lot of the kids feel the same way. You know, they 
hate to take their dates over and say "This is so-
and-so" just out of embarrassment. It's a silly 
reason but. • • 
Do you think that the faculty in receiving lines 
enjoy themselves? 
I imagine they don't. 
You only have to introduce your date once, but the 
faculty has to try to catch their names and pass 
them along to the next person, and most of the kids 
are so embarrassed they mumble, and you can't hear 
what they said and you're embarrassed to ask them 
again, then you feel embarrassed because you're 
supposed to pass the name along to the next person, 
so from the faculty point of view it's no lark 
either. 
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The point of view that Margot expressed that wars 
are less likely now because the nations are matur-
ing, is that a good analogy? 
I . certainly don't think that's a good analogy 
because you're saying that nations are growing up 
now and you're talking about these last fifty years. 
I'm not talking about these last fifty years, I'm 
talking about since the time of the cave men, the 
Egyptians, etc. 
We've had two major wars in the last thirty years. 
There were a great many wars and men tried to avoid 
those wars. 
All right, but I don't think it's growing up. I 
think it's developing one way or another. I don't 
think it's getting any more mature. I think people 
when they're born have the same intelligence as they 
did ••• 
I agree with you, but I think they have a lot more 
background of other people's mistakes and I do think 
they learn from it. I don't think they all go up 
one step every single year, I just think that over 
a long period of time they can look back and they 
can see what drastic mistakes have been made in the 
past. I think all human beings have enough mental 
intelligence so that they can learn from the past. 
On seeing the people suffer in World War II, they're 
a lot less likely to go into World War III • 
• • • (unintelligible) As long as everything has 
developed as far as it has, i~going to keep on 
developing ••• (unintelligible). 
Someone made the statement that the best deterrent 
to war is the experience of devestation in your own 
country. I don't know if I'm quoting you correctly. 
Is that right? 
Well, I said just war in general, but I think 
devastation in your own country is definitely a good 
point. 
In France, for instance. 
I was talking to a Dutch girl once, and she said 
in Holland at the time of the second world war 
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there were German soldiers just coming up the street 
and into the houses, (she was maybe five at the 
time) and it was the way she told it, and all of a 
sudden I realized I had never had anything like wars 
on my own territory. It's so different to be saying 
"Vfuee, for the soldiers who are off' in Europe and 
Korea, fighting over there!" ••• (unintelligible) 
They weren't marching into our houses, they weren't 
killing our children. There's a lot of' difference. 
Being afraid every minute. "Gotta move on. Gotta 
move on." Knowing the armies are coming, and not 
knowing what they'll do. Maybe if you go home 
there'll be nothing there ••• (unintelligible) It's 
very different supporting the soldiers from over 
here when they're over there, and trying to keep 
the armies between you and certain death. 
Well, our country has never been invaded since its 
founding, except for the War of 1812, and that was 
minor. Do you suppose we will have to be invaded 
in order for us as people to be opposed to war? 
No, that's what I was just saying. I think that the 
country is becoming much more realistic ••• (unin-
telligible), because I know that my mother was 
terrified during the Second World War, and my 
mother is just an ordinary mother. She's not a 
super-intelligent person. She's just like a lot of 
people. • • (unintelligible l' They realize how things 
run. 
I think people realize how things run. They don't 
say it doesn't matter because we have never felt it, 
and they don't realize what things are going on, be-
cause I'm sure they've read enough in the newspapers 
about it. But I think the only thing you really 
learn from, is your own experiences. I don't belie~ 
you learn anything from other people's experiences. 
Look at France. Even when Germany was armed the 
way they are, they didn't want to ••• 
Then you do believe that we have to feel invasion 
in order to appreciate ••• 
I think that before people can really understand 
what war is like, I think they have to go through i~ 
What about the thousands of men in the armed forces 
of the United States? 
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I think most families in the United States were 
close enough to ' the war. They had brothers, uncles, 
sons in the service. 
vVhat about the systems of communication we have? 
Movies and things like that that show destruction. 
Well, you can see an awful lot, and it certainly 
does make an impression on you, but when people come 
right into your houses, it's different • 
• • • (unintelligible) That's the same thing as af-
ter World War I. Everybody figured let's drop our 
arms and all, and before we knew it we had another 
war on our backs. That was the people's fault then, 
not the chiefs of the army. 
You made a good point there--the difference between 
seeing, communicating verbally by teaching, and 
feeling. That is, actually participating in a war. 
The basis of this discuss.ion group. 
The basis of the discussion is the difference be-
tween being told something and ••• 
I agree that you certainly learn a lot more from 
experience than you possibly can from just hearing 
it. I do also think that on the basis of your 
own experiences, you can get an idea of what it's 
like, because I read a lot, and I guess I 1ve read 
maybe six or seven books dealing with wars, and 
one of the books was about being invaded. If you 
read enough books by people who have experienced it, 
I think you get the same feeling. It's not the 
same experience, but I know that I can very clearly 
imagine what it would be like. 
You know that you can, and I can etc ••• 
Yes, I think everyone has a pretty fair idea. If 
you stop to think about the number of wives whose 
husbands have gone overseas, they are terrified and 
in a worse state than their husbands. No one is 
around them, but it's a terrifying thing. I think 
everyone in America realizes. I realize that what 
you say is true, when people invade your country 
it's much, much worse, because then you have every-
thing to worry about, your home, ~our children, 
everything. But don't think that all the stor~es 
about it hasn't gotten to the United States, 
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because it has, and people realize that here. I 
can remember when the second world war started and 
had really gotten into full swing how my mother 
thought about all those things, about what life 
would be like etc. 
Maybe people do realize exactly what is going on, 
but there is some feeling--we have never been 
attacked, we've gone pretty much unscathed during 
these last two wars and we sort of have the feeling 
that maybe the next war will be the same, and we'll 
go unscathed again. 
I don't think so, and I certainly don't think that 
the leaders of our government think that or they 
would hardly be making the preparations etc. 
Some of you feel that you and people in your group, 
and I think that Larry mentioned some, you can learn 
vicariously, by watching TV programs, you've all 
read books about horrors of war; and the other point 
of view which seems to feel that people must exper-
ience it individually. Do you think that the 
majority of Americans can learn vicariously? 
I think one thing too--that the horrors of war are 
learned very quickly. Even just reading them and 
hearing about them, that's one thing that will go 
a long way. It's something different from what we 
are used to in everyday life. When people heard 
about these horrible things in the second world war, 
that's one thing that sticks in your mind. 
All you've got to do is see one picture of that 
bomb dropped on Hiroshima, and see the agony of the 
people and how they suffered. 
I don't know if it's the picture of the bomb that 
makes anyone suffer, because that's such a big 
t hing. 
You've got to see one person's face. 
Yes, that's right--one child's face. 
Like everybody seeing in the movies a truckload of 
refugees. You can see their faces and you can feel 
their emotions. 
Even if you just read in the paper about the twelve 
girls they brought over for surgery because they 
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were disfigured by the bomb ••• (unintelligible) 
Just reading that, you don't know what you feel--
just girls our age so disfigured that one of them 
wears a mask. 
Then you feel that there's hope because of the ex-
cellence of the techniques, the methods of communica-
tion and we can learn of the horrors of war and 
knowing the horrors of war we will do all we can to 
prevent another world war. 
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bis booklet are a number of descriptions of personal characteristics nf Deople. These descr!.ptions are grouped 
:ts of four You are to examine each set and find the one description t~at is most like you. Then make a solid 
k mark between the pair of dotted lines beside the statement, in the column headed M (most). 
~ext examine the other three ~tatements in_ th; set_and find th~\one df'3cription that isjeast like you, then make 
.1d black mark bHween the pair of dotted hnes beside that stateh-~rJ in the column neaded L (least). 
Here zs a sample set M L 
has an excellent appetite 
gets sick very often I 
follows a well-balanced diet. 
doesn't get enough exercise I 
I 
Suppose that you haV'l") examined the four descriptive statements in the sample and have decided that, although 
. al of the statements ~ 1pply to you to some degree. "doesn't get enough exercise" is more like you than any 
he others. You would place a mark beside that statement in the column headed M (most), as shown in the sam-
above. 
you would then examint ~ the other three statements to decide which one is least like you. Suppose that "gets 
very often" is less like you than the others. You would place a mark beside the statement in the column headed 
:east), as shown in the samp.le above. 
For every set you should have ?me and only one mark in theM (most) column, and one and only one mark in the 
east) column. ..., 
In some caf.es it may be difficuTt· eo ahcide which statements you should mark. Make the best decisions you 
Remember, this is not a test; there are.. no right or wrong answers. You should mark those statements which 
~ nearly app~y to you. Be sure to mark one sta-qement as being most like you, and one statement as being least 
you. Mark every set. Turn the booklet over a· ld begin. 
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Marie your answers In colu 
.... 
t a good mixer socially .. ~ 
lacking in self-confidence 
thorough in any work undertaken 
tends to be somewhat emotional 
A 
not interested in being with other people 
free from anxieties or tensions 
quite an unreliable person 
takes the lead in group discussion 
acts somewhat jumpy and nervous 
a strong influence on others 
~-~oes not like social gatherings. 
~ very persistent and steady worker 
finds it easy to make new acquaintances 
cannot stick to the same task for long 
easily managed by other people ..... ~ .. 
maintains self-control even when frustrat~q 
able to make important decisions without help 
does not mix easily with new people 
inclined to be tense or high-strung 
sees a job through despite difficulties 
not too interested in mixing socially with people 
doesn't take responsibilities seriously 
steaqy and composed at all times 
takes the lead in group activities 
a person who can be relied upon 
easily upset when things go wrong 
not too sure of own opinions 
prefers to be around other people 
finds it easy to influence other people 
gets the job done in the face of any obstacle 
limits social relations to a select few 
tends to be a rather nervous person 
doesn't make friends very readily 
takes an active part in group affairs 
keeps at routine duties t..ntil comple~ 
not too well-balanced emotionally 
Tum the page and go on. 
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Marie your answers In column B 
assured in relationships with others 
feelings are rather easily hurt 
follows well-develo)ed work habits 
would rather k~epto a small group of frier\ds 
becomes irritate• somewhat readily 
<!apable of han(' ling any situation. 
• l 
;, ri 
d~s not Iikre tO converse with strangers 
thorough i:n ?ny work performed 
pret~o,., rtot to argue with other people 
unable to kc>t'P to a fixed schedule 
a calm ar1d un'excitable person. 
inclined to be highly sociable. 
I 
frece f:'om won·y t~r eare . 
iacks a sense of responsibility 
not interested in n1ixing with the oppt-.>site sex. 
skillful in handling other people. . 
.finds it easy to be tl'iendly wit others . 
P-refers to let others {ake the lead in group activity 
set'ms to have a woriJing nat?re 
stick~ to a job despite ·my djifficulty 
". 
able to sway ot.her people's opinions 
lacks interest in joining group activities 
quite a nervous person 
very persistent in any task undertaken. 
calm and easygoing in manner 
cannot stick to the task at hand 
enjoys having lots of people around 
not too confident of own abilities 
can be relied upon entirely 
doesn't care for the company of most people 
finds it rather difficult to relax 
takes an active part in group discussion 
doesn't give up easily on a problem 
inclined to be somewhat nervous in manner 
lacking in self -assurance . . ... 
prefers to pass the time in the company of h<t.hers 
j 
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Social Rolc:ttions i~Xc.mination 
Mu~.tiplo-Choicc 0,uostions 
) 1. Psychology is interested in t~.1o data from: (1) none of tho othe r sci ::mces 
2) b::.ology but not social scioncos (3) soci;:'\1 but not biologice>.l (4) socie.l 
e-nd biologice,l (5) physiologic8.l and not biological. 
) 2. !l'.v ·Jry acccptablo scientific experiment in psycholocsy lTlust: (1) produce 
positivo r esults (2) involve tho us c of an cxp.J rimental labor<:: tory (3 usc a 
l a rrsc n1mbor of cases (4) t 8kG account of tho mind (5) control factors other 
th~n tho one b0ing invcstigRtod. 
3 1 6 ·'4 
) 3. In tho following item, solcct th:) word or phraso which misht be substituted 
for the nndc~rlined words or phrases ·aith th:; l east ch;m~-3 in moaning: •••• tho 
control subjects did not improve •••• (1 i ndividuals in control of their fe cl-
ings--c2') individuals with exceptional sto2.diness (3) indi victuals vrho we r o not 
given any spc) Gio.l exporimcmtc:l trna tmont (h) the only subj c~cts in the OXJ),; ri-
m3nt 5) individuals who rocoivod specbl training . 
) 4. The main omphc.sis of the psychoanP.lytic school was upon: (1) conscious 
mental proc ::ssos 2) oxpor:i:mcnt.::.i vc·rification of its tl1eorics (3 unconscio,,s 
idee. s nnd cravings (1+ l r-ws of h".bit formation (5) physiological bqtois of sc:~o 
) 5. Which n:ocsnro J"'os+ liln!'l.ningfully expresse s th,; deg r A.~ of res::;mb~r:.r:co ~J .:, ..!eri 
r:.biliti8s of f athr;r ;:c:1d c-on? 1) st.:mdo.rd devic:.tion '2 1l.'.anil e rnng<~ ( -; ~c-
relntion coGfficiorrt ~, ..; f-L .LiR.l rogrossion (5) r o].at: v_~ +;:y C'cnst antr; 
.... : 
) 6. Why are newborn h8bi<E 0ftc:n usod in the study of Lm::.t :; !:uma.n .:.r:rr.x; tice: :. 
(such :o.s inborn pref o r ;.;. :ces for corbin tastes )? (1) thoy coopGra t o bott -.; ~ 
(2) their a tte ntion is n,)t rlistn~ctcd so e::tsily (3) me.turqtion is :tot comr~ ;r 
in thmn (4 'they hc>.ve had n o opportunity t o lea rn pr!f c: r cnccs 5) their s or,s .-3 
organs c..ro more hi~hly develop;;;d. 
) 7. 
(2 
A part of the br:tin which he l ps control body balC?.nc o is tho~ 
th2lamus 3 spin.".l cord (4) bahnthon (5) ce r ebellum. 
(1) cera:_ _ :n 
) 8. Th0 oregw·ncy hornono is: 
gostin (5 gonado~cn. 
1 es trogen (2) androgen (3) thyroxin (h) 1r:)-
9. Two studen ts get dL~for•:mt er:odos in a psycholorzy t o s t. T>.is mc.e.m Uwt 
thor o ::. r o diffe rences: (1) in tho 2.mount of le2 rnin~s (2 in thoir IJ' . 's 
(3) in their Ill2tur<3tion (h) in their h8rcdity 5 perhaps nono of thclso. 
)10. McGraw's study of "Johcmy <>.nd Jimi'~'J " domonstr2tod thc.t: (1) pre,cticc has 
groator nffoct on some skills than ~1pon othe rs ( 2 matnr:ttion pl.::-.ys a -:rroa::: 
part in det 2rminin~ pcrfo rm;:.nce b some skills the.n in others (3) different 
skills have diffe rent stagos when thJy can most easily be dovuloped 4) all 
of these (5) none of thL'Se. 
)11. Suppose we give t wo individuals <J.n oque.l amou11t of pr2.ctice i :t various new 
skills. We would expect tha t subsequent porform,:mce differonc::;s bctvwo n • i.?C''" 
persons vrould bo greatest in those skills which P..r-:): ( 1) m:1inly a ma.ttc r of 
inherited capacity 2) m'3. in1y duo to J nvironmont<>,l tr.?.LYling (3 not duo pri-
marily to one or tha othe r ()~ r elatively indopondont of :ach. 
) 12 . Experiments have been dono on tho effects of stomach contr,qc tlons on mente.:.. 
activity . The r esults ::m2;gcst that one would do bost on an cxamina.tion if he: 
(1) held just oaten a small but ~. dcquato mee.l 2 had just .:;aten a comfort."!bly 
full maal (3 vver:; slightly homgry (h) were very hungry . 
) 13. The) origin of the thirst drive is~ (1) d!"'Jn:Jss of tho thro!'l.t (2) contrac-
tions of tho:; stomagh_ (3) not y .:) t _ known h) inadequate 1"10isturo in tho body cells 
( 5) inadoquato wator v.oight in tho stomo.ch. 
) lh. The need to sloop is best clessified as: (1) a derived motive (2) a bio-
J.ogi~ r>.l drivo (3) an nv,Jrsion 4) an incentive (5) a motiv·::: . 
) 15. ThG oxploratorJ motive in n1tm diff:.; rs from that in th:; lm'r ~; r ~.nim::-.ls in 
tha t onl~r in m8.n it: (1) is n distinct form of motivation (2 hiJ.s no single 
distinct physiologic ~l basis (3 is an expression of sever"'l drives, aprctitos, 
?.nd. aversions ( 4) becomes highly developed under tho influence of soci.s l r:.pprovn 
) 16. An cx<>.mplc of n derived motive is: 1 intellectual curiosity (2) religious 
valuos (3) desire to ~eke money (4) need for success (5 all of the s e . 
17. Emotions diff·3r from physiological dri vcs, in that emotions: (l) doP':md 
upon eontinuing mental processes \2) intensify behavior 3) direct bohnvior 
(h) depend upon continuing stirrr..:tlation or chsmical condition (.5) 2rouso b;;,)havior 
( 
( 
( 
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) 18. Tho study of emotions of college students occurring during an 8Xetminc.tion 
shov1ed the rela tionship be tween performance and emotion to be that: (1) more 
i nt elligent students experienced tho gre.:ttest emotion (2) most intelligent 
stt1dents expe rienced no emotion (3) most stable performance was shown by those 
students who experienced little emotion (4) more st~ble performance was shown 
by those students who e:x-perienced groat emotion (5) none of those. 
) 19. Hhcn would an individual most likely display anger? (1) when thwarted by 
an i nf ra-human be ing (2) when thwDrtcd by another pe rson (3) when thwarted by 
inanima te obj ects (4) when thwarted by sublimina l stimuli (5) none of those . ' 
) 20. Severing tho vagus nerve sometimes helps peptic ulcers , bece.usc the vagus 
no rve controls: (1) the go ne r al l evnl of emotional excitement (2) the s ecretion 
of dig8stivc acid (3 stomach c ontractions (4) · tho amount of blood in the stomacl 
w:-:cll (5) tho medulla . 
) 21. According to Margolis, about whc1.t percentage of e.ll patients going to 
phys i cians have illnuss:Js p;recipi-tated l a rgely by prolonged emotional dis-
turbances ? (1) 50% (2) 10% (3) 90%- ()_~) 75% (5) 20%. 
·' 
) 22. During an unpleasant emotion, which of the following changes !n bchaviJ:J:' 
occurs? (1.·) blood pressure ris es (2) blood suga r is stored (3) pup,il of t. t.J 
eye contracts (4) pulse b,~ats more slowly and more vigorously (5) none of tJl: s e 
~· ... 
) 23. The diff erence bet ween f eeble -mindedness and genius is one of: ( 1) k~ r1~, 
of menta l !-lbili ties ( 2) anvironmcmtal diff a r ence (3 \ )l lr cc:ntage of active l · i :1 
cells (4) no basic difference (5) degree of mont<'-.1 ;~bi::..iti e s. 
) 2h. Susnn ba s an M. A. of 9 vears and an I. Q. of 100. When she is 10, he 
Ni . A. will pro\:Jably be: (1) ·9 years (2) 10 years (J) 10 years , 8 months 
(h) 11 yea rs (5) mor\3 information needed. 
) 2). Uwn a child has r oce i vcd consistently high grades in school but reg: s ~·8 ~ ; 
low in a.n int8lliecmcc-test p0rform."'nce , the psychologist will most likely 
roco:rrrrnond that the: ( 1) child be doPloted r Ggardless of grades ( 2) child be 
chockod for cheating (3) child be ~ivcn .:m alternative form of the t3st 
(4) t Ga chers be checked for f avoritism (5) child be <mcouraged to play with 
older child r on. 
26 . If a girl hr1s a n I. Q. of 50 and e. mental age of 6, he r chronological age 
is: 1) 3, (2) 6, (3) 9, (4) 12, (5) 15. 
) 27 . 1ilh2.t pf; rcont age of th;.; population is estimat ed to hav e a Stanford-Bin·:· ·~ 
I . n. ovor 1~5'? (1) 6% (2 1% (J) 24% (4) 5% (5) 9%. 
) 28. IJhich of the following is the lowest form of fe eble-mindednes s? (1) iriioc~ 
(2) imbecility (3) insanity (4) delinquency (.')) J;~oronity. 
) 29 . I~..ortimer 's I.Q. measurGd when hn ent e rs tho first grade , is 65 . We <' ~'1 
predict tha t he : (1) can complet e first grade only (2) may get a s high as . :E' 
fifth grade (3 may get through junior high school (4) will soon be institu~ 
tional:i.zed (5) can eventually be a college graduate if he gets special tutel .:>.ge 
) 30. Intolligence is most probably c omposcd of: (1) a single unita ry ability 
(2) three or four s eparate , unrel a t ed abilities (J) n~ny separate, unrelated 
abili tics plus a genere.l f a ctor ( 4) one general factor. 
) 31 . As ag~ increases , a decline in I. Q •. is most obvious among people who are: 
( l) f eeblo-mi.nded 2 2verage (J bright (4) geniuses {5) maladjusted. 
) 32. The r eas on that identical twins reared together have almost exactly simi-
l A.r I. Q.' s is: (1) common hnr odity (2) corrnnon anvironment (3) the same chromo-
sonus (4) all of thes e (5) none of those . 
) 33 . Indi<>.n children score lower than white children on tho Stanford-Binet. 
Tho best inte r pr etation is that: (1) Indians are mentally inferior (2 tho 
test neasnros ~chievement r a the r than intelligenc e (J the exr:.minor wasn't 
compGtcnt (4) our r: oncept of intelligence may not apply to Indian culture 
(5) Indic.ns reach mente.l maturity more slowly than white pe rsons. 
) 31~ . At tho close of World War I, t he disease called marasmus a ccounted for 
about half the deaths of babies under a year old. Pediatrici2.ns aro now 
gcmoral ly agr oed that it is due to a deficiency of: (1) ca lcium (2) r egularity 
of schedule (3) affection (4) ~ rtificial formulas (5) blood s~linity . 
818 
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) 35 . The best way to deal with thumb-sucking in tho infant is to: (1) punish 
hir.i vthc.mcvorho sucks his thumb ( 2 ) r oviard him when;,;vc r ho r •amovos his thumb 
from his mouth (3 ignore tho problnm until his second tooth a r c in (4) give 
hi:n plenty of ·.:m.joyable opportunities for sucking activity (5) feed him at 
r ogular c~nd consistent intervals . 
) 36. In r earing chil ~ren , dovclopmentnl schedules (charts of vlh:tt the 11 avcrage 11 
child attains t! t different ag<JS should: ( 1) be closely followed to bo suro 
tho child 1 s development is keeping up with the chart (2) bG avoided, since 
ti:FJrn is such a wide r ange in tho rates of development for individua l child:r:_en 
(3) s orve PS a guioe for punishing children for inadeq~mte 2.tt2inment (h) s -J rvo 
me r ely a s a useful source of infornation about what th:; average child may bJ 
able t o do 5 serve most usefully in predic t ing tho l eve l of achievement the 
child will r each in later years . 
) 37 . ~ ·!a:ry I gne.nc•..; is selfish, lacks social insight , and has Adequat e cr>pacit~r 
but turns out sloppy work . It is highly probabl e that he r mothor: 1) is 
ov~::r._.:>rotcctivo ( 2) dominates h0 :r: lifo (3) is overindulgent (4) was ov..;rindulgc:d 
b~r hJr :>wn f<unily S is a good hQalth;r wor.lc'.n who married a v-;ry b2.d man . 
-· ) 38. The 8- yea r-old chi l.d of ::c dominating mothur usuall~r is: (1) jmablo to 
cdjust t o ;uthority (2 submissi vo a nd ob•3dient (3 vcr;; selfish (h) a dis -
cipline prbbl-Jm t o tho school authorities 5 unc'Cblo to toh:mte ·monotonous 
t .-:sks . 
) 3) . Jirmzy· is gene rol1y knovm a s the school bully and is oft en s oon pickinr, 
on smalll)r chilcl.r on . The b(cs t w;:'-Y of handling this mi<;ht well !Je to: 1) a ~i lc; · 
hi;"! to <:.S[C;O~~i::> tc only with older child.ren 2 se:1d hir.1 to _., militc.ry o.caderj 
v::~0ro he v:.Lll b e: discipline d. 3 Harn him , but do not punish him; he vdll £'_ :row 
out of i t ) ~ ) C'. lloH n. bi ;:mo r boy to 11 1i.ck11 bim , so he will know how it fGcls 
5) i::1t·2r r:st hiP'. in the: s chool bC'.Sk;Jtlnll team . 
( ) l.~O . I::1dividu.a ls who indnlge in excessive ".uto-croti.c behavior during adoles ·~ 
c:.mco: (1) devclo1'1 s ori ous mo::1t'tl disorders ( 2 becom<J vr0nk and anel"'!i c 3 sto·;. 
a mi l d r et.J. r dati ::m in m<Jnt:J. l devolop!!'lont 4) c: r c esce.pins from conflicts 
5 violr:t 0 socio.l taboos cons istently. 
( ) 41. I\insey found pe r cent of all ::o.dult mal es h:w-:~ h-':'.d homosaxnal contacts 
at 0:10 tine in their liv0s : l 10, 2) 20, (3 40, !.~) ) 0 , (5) 90 ~ 
) 42 . The torn, impotGnce r efers to: 1) imprope r sexual practice 2) wec.:k 
s cJxuaJ. inclin2tio11s (3 ) failur8 to .".chieve orgasm (4 ) inability to c>.chievc 
fuJ.l erection 5 lack of malo hormone . 
( ) 43 . ~1hich of the following conditions result from opposing drives? (l con-
flict 2 emotion (3 p1rpose l+) co:rr.pensation 5 motivation . 
( ) h4 . Th3 expression of t?. frustrat ed motive via da ncing, writing , poetry , or 
dr".m2.tics is best t .:.nmed : l substitution 2 sublimation (3) compensa tion (4 projcctlon 5 r ag r ossion. 
) 1+5 . Tho c:~. se history of an 8- year- old boy who continm.ll y mistreats his pots 
r oveals tl1at he is tho youngest of five children and that he is much t eas ed 
2.nc1 11 bossec~ 11 b:r the older ones . liis tre.?. tmont o:f pets can b0st be explained 
e.s ~ 1) a t ompor .::try phase of norrnal development 2 compensation for frus -
trP_t :-;; C: dcsir.Js (J a dislike of pets 4 an innate t endency to b·:; cruel (5 c..n 
u:1conscious urge to be mean . 
) l;6 . \i:h.:m a student v1ho ~1abi tuP.ll.y makes low ~;rades says the examinations a r e 
unfair ·"Yld thaLhis teachers dislike him, he is probably : 1) showing r egr es-
sive tendencies (2) ration:1lizing (3) s t a ting & f;:cct (4) showing repression 
5 ove rcompensating . 
47 . A wo r king principl3 in tho treatment of psychogenic illness is that : 
(1) t here is a lviays an organic basis ( 2) the behavior is symbolic of r eality 
(3) the illness is entirely unreal (h) tho behavioral symptoms should be 
treat ed f irst (5 behavior is merely a symptom. 
) 48. If a friand of yours is injured in an automobile accident and a s a r esult 
has a pa r2.lysis , which of the following mi~ht he lp him most? 1) psychologist 
( 2 parasitologist (3) neurol ogist (4) psychiatrist (5 psychoanalyst . 
( ) 49 . lihich of the following methods would c. cou!'lselor-contc r ed psychother apist 
pr obably not use? (1 reassur2.nce (2) free assoc i ation (3) pl acebo 01) infor-
nntion- giving (5) hypnosis . 
. . 
4. Multipl e- Choic :::: Qu es ti ons 
c ont . 
) )0 . 
(1) 
'l'he mc:k·.]S usc of tho ;Jr inciple of indi r ec t s ugges t ion . 
nl;:.c~ttivc ( 2) !"'b.c0bo 3 faith- heal i ng syst.Jm h) cathartic mGthod 
)Syc:r:od r:::ma toch!l.iquc ( r. ' \ 
./ I 
:;1. Th.; c orr:ment 11 only the ric!:-1 and 
criticism of which school 
3 dir uctive 4) Hoyer ' s 
idle can affo r d to be nou~otic 11 
of t herapy? (1) psycho!ln::lysis 
elec t i c ism 5) clinicnl . 
has been 
2) non-
)2 . v.1l icL ·::~f the followinc; concepts unde rlies the noncli r ·.:::cti.ve thJ rP_py ? 
l i:·1troduc:tion 0f :-.cvr ideas to a situat i on 2 r eassur ance J s trc:::>s on 
c~lild~:oo·l m,)mo rj_c s 4 'x:lief Lhnt 11 do~tor knows b :3st 11 5 r el:bnce on th·3 
in _\ividual ' s o·.m d.rhros . 
53 . Om of the .:1dvanta~;cs of insti t 1.lt i om l ca r e f or mcnt 2.l p2 tient s is t hat 
p8.tients in j:nsti t'1 t ions: 1 P,r(J r(;li·Jved of maki ng '.l8fini te dec isions 
( 2 a:r-e rcm<')\'cd fro::1 a dull routine J can h~~vc 2 b~tte r tinl() )_~) mc'1ko t heir 
own d.Jcisions 5 can live t"rElir own l i ves v:ithout f nnily i ntc:!r f e rcnce . 
'.:~nest ions 
.• 
·ro.l adjn;:tmcnt m.:~chanisrns are _ow thr:)se , s(:;veral ill us --
ch t he m.;::ch'J.nism -yri th thn o :cdj u stn:::nt b rJ h'1viors <ers l i::::ted . 
proper illus tion , 
l. Sublim."~.tion stories 
2 . S1)_bstit~;_tion rom.:.ntic poet ry 
" Good old d8.ys " 
e. 
Latch the: first terms with th•:l mos t ::::':lpropriatc terms bel ovt . 
1 . !·Jo'1C of thJSC Su:i.c i d•:; 
2 , Cor;1D11lsion ) Fc .. :J.ing of impending doom 
J . Phobin Tune runs thr oug:h h'~rld 
IrrA.ti ::mal f ,;ars 
5. Anxi.;ty n0uros i s 
~0l~:3ct for cr.tc.h ttJrrn the one rnost 2::)JJropriate elt·Jrnn.tivc . 
2 . Idiot 
J . Imbacil·J 
) :revo r l8arns to avoi d dilngo r s of life . 
) Can prof it most f r om expe rience . 
Hic:sh ~):.!J'c ,:;nta. g<:J of delinqu ency . 
• 1 !I 
) Co.n lGr..rn ~implc jobs only unde r close suporvisi o' 
1 . 
0 
,_ . 
3 . 
h. 
5. 
imdrog c:; ns 
Estrus 
Ad rcnc-•1 cort ex 
Progc:s t i n 
( 
( 
( 
( 
( ) Li 11 Abmr . 
) Pri ncipal fema l e sex hormones . 
) Fema l e bcc oJ:le s hi ghly r :;c cpt ivc sexually . 
) Principal mal!.l homones . 
) Se dr oted by corpus luteum. 
) Accel e r ates i? CXua l mat u r 2.tion i n the male . 
5. I\~tching Questions cant, 
Sel ect for each term the one most appropriate e.lternative . 
1. Study of the unconscious ( ) Structur:tlism 
2 . study of configurations ( ) Functionalism 
J. Study of consciousness ( Psychoana Jysis 
L. Do- emphn.sis of consciousness ( ) Behaviorism 
r' S"~ud;v of the value: of conscious .:;:cporicnco ) • 
--., I-..,. 
• 
r.~ul ti nl e- Choice :::ues tions 
-----' - ------
( ) l. 'Contemtlor&r:r psycholo ~y c.:m be de.lined most acc'.lra t el y as <". f i eld of 
( 
( 
knowl8dgc~ \thich deals viith: 1) hum3.n activity in t7,ene r a l 2 l1 L ;her 
Til'J~tt&l processes 3) consciousness 4) hered-:l.t y and e-:1viron:nent (5 ) 2ocia l 
problems . 
2 . ;_",}:en a sti mul us is s traw.; eno11~l1 t:.) m2k'J a n or:.;anism :e~:rond , t11e 
stin i.lus i::: said to be: l) ab we t h8 liP\e ~·l 2 snbliminol (3 below 
tlte thrr;r;hol d (4) e:dra-limj ,12.1 (5 intense . 
) J. It is es::;entir:.l ~~hat C(mtrGl anc~. ,;:-:per irr!•Jnt -?.1 :; r o·.t..,s bG: l) picked 
) 
:rc.,: _, d·;_ffcrq:1t populati o11s 2 oal~:t renso·nabl~· simil(?~r , since tl:..2·v ar G 
h:, ndl ed t.lt8 s:>me (3 alik2 in Hll r::;s;Jects exc ept f or t!1e inf.epr::nt~ent 
vari.:'bl'~ L exactly alik-3 i ··1 <:<ll rospects .IJ ) tot2lly d.ifferont , ~ince 
t :-.e '' ifferm; c e is ;nt.ns~lred . 
.: . ~rvnholo-l· c~c 11~~ rt~t ~ s~'c ~l- -~th,~c t o·. 
...., J ' •, __ \.- J . -~ ~ V~ ) ._)~ .:; '.J. J , 11 L ...;.__ l'~t.:: ,\\. ~._: l c o1:rnens3te for:·th3 
th2 i.nt~r':lr8ta.tior2 of 
in t r"! sim1)lL"'is8 t ) .. on 
.~·if::cts ~i' ur1c0~troJlable v1. r iables (?. a.irl in 
d:' ta (J ;:.d .. ,:. in the coll·3di on :)f dat::. (4) ;id 
of data (S su rvo -'ll J t!J.ese pi;. rlY)SC<> . 
I. :~a tcb tl:3 s t ;.,_ t ,')me'l ts v-:i t l1 t "t1e methocl of r es•:'<'t rc r. '.'!l,ic h Y·:oul d he 
most U'6 i::f<ll in s tud.yin<: tl::c rroblar:: i xUc a t r;d: 
~Jethods of r2search 
1. Fi el d s t udy 
J . Daybook 
)~ . Clinical 
A rest.::cure nt o':mer v:ants to de t crrnine t he social 
c l a::::s o.f his clientel .-., by t l1eir conversG! ti on::: . 
) J.. ::;oci a l v·orke r is intereskd in '-'!hat h1.s been 
t ::J ,_,pbringi nc:: of 2 j 11ve 1iL; rleJ i nqnenL 
) A r.1ot:1e r wonders :L f the n(;W ba1n ' s devel opmont 
is r;_s rm.Yi.~1 :-s .3 - yea r-olQ John!1v 1 s vm.s . 
' ) An N~v-: TtisLnc c.q:e '.cy mu s t d.etJm.:be t!:c nost 
cf !.·.,cL ve color C8J:!b in;:1tions for a .,.,..:.,·:az i ne 
ad,.r..;rti::·~rilC3'1t . 
s. (l) 
': ;h:Lch gla.nd cxe rtfl dire c t control ov::;r t ·1.o oth2r 
thyroid ( 2 t hyflus J pin,).Jl 4) pituitary (S 
dnctl8SS ~l2..tlr1s ? 
pa r .s. t h;rroj.d . 
6. T~-~ !:':D.i.r1 findi11~ of Carmicl1 GJ ' s st1 1.~"".t" of sv:imni ng bl~havior i r1 t QdpoJ.es 
~.'2.5 th:tt : l t he no -:.~c the tP.d:)ol es J. r~a rner: , the bett e r swi1T:Tners tb,::;y we r2 
2) '.1=:1 t urJ. tion equals Tim(> X Hcrndit;;r X Environment (3 ma.t ur ;.t ion. equals 
k.::trning X Her.:;di. ty 4 ?l'ac+,ic o Ill?,kes little r:l i ff e rence in t~w swimmin~ 
·o-::.ha vi :-> r of t .2.c:1.;)ol e3 ( 5) no no of t hese . 
) 7. The lacidor- clirnbinf:T, expc:rimcmt invol vin? a p r ,:J. c t ice an-:l a c o;1trol group 
of ~-oun~:_; c ~1ildrcm ) 0emonstnted that ~ l) introspr-;ction a nd objec t ive ob-
serve. tion su;-::pl Gment ea ch othe r 2 e1 t the end of t he 13th wcGk o.f tr:=.ining , 
the; -;::; r act i c e r; ro11p Y.'as supe r i or t o t he isolatc '.i g roup in lacl~e r-c limbing 
(3) t he isolat•3 d g roup ma.tur·:d f .s stJ r t ha.n chc :;ractice r; rmrp l.J the practiC 'l 
~roup C:.id not have rts Jrtuc h i nn2.te: l addor-clil':binz nbilJ.t~r as did the isolqt~d 
c;r om: 5 non'~ of t he s e . . 
) G. Group A :1<lS supe rior native .s.bility to Gronp B in s cmS·:li',Y d i s cri1nina tion 
:Joth c;rot.1.~s a.rc s ivcm an e q,..J.e. l cmount of traininii in makin<~ fine sensory dis-
crimi n.":l.t ions . :~e would expect that t l:1is t r!linin~ v.rould: (l) have little 
cf.~ ~~ ct on Group A 2 decn;as e tho ~a~l 0ct·soen G;OUT'S A c::nd .i3 (3 mCJ.ke no 
::1.i.ff () r enee in tt1o rel a tionship botw~8D Groups A r~11d B 4) inc reaso the ".( ilP 
o::t':.'08'i Grou~s A nnd G S ) ch2.nt;e ind.ividnal b11t not :sroup a v 2rarscs . 
( ) 9 . In s-Jlc)ctin<Y, the b.Js t foods for the body ' s needs th~:: rr:.ost 3.ccurate state-
ment ;1bout man 's 11 11 i sdom cf t ha bodv11 i s : ( 1 s cience hns rlisprovcd its ex·-
"istcnc G (2) it ~d.ll p r event a m<w f~orn eatin['; inj,Jr·.ous foods (J it is often 
ovo rrul3d by rr:.2.:1. 1 s lcC'. rn•3 d prefGrGnce 4) t her,:; probably is no such thing . 
2. Multiple-Choice •::'ucstions cont. 
( ) 10. ·whi ch of the following does not indicate a n 11 appe titc 11 ? (1) musica l 
ton\3S ( 2) tastes ( 3) sex ( 4) colors(.S) air 
( ) 11. One direct function of the hypothalamus is: (1) to r egula t 8 the so-
crotio;1 of androgens (2) to control ovulation in the fema l e (3) to r egulate 
body t cmpGrature (4) to protect against physiological f a tigue (5) to ?..Ssure 
an adequat r:J supply of oxygen to the body. 
• ~ 1 
( ) 12 . Sex11al desire is classified as an ''appet i t o" ra.ther than a 11 drivc 11 
bocaus G it : (1) has less social importance than our drives (2) is not 
r eal ly physiologica l i n origin (3) is not essenti a l in keeping a person 
a live ( 4) is not relate d to '?hys ica l health (5) is l oss specific in oricmtation, 
( ) 13. Symbols take on r eward value through: (1) heredity (2) negative transfer 
(3) r et roact ive inhibition (4) conditioning (5) nono of these . 
( ) 14 . Emotions differ fro1n phys i ological drives in tha t they (emotions ): 
1) involve a r on lizat:i.on of t ho significance of the situation 2) are less 
c ompl ex (J s crv.;:) a s moti':'"ation· (4 ). have no physiologica l components except 
th8 usuc:.. l ones (5) c.ro~u'ie , sust ai:o , and rlirect c:..ctivity . 
.• 
) 15 . Emotions may bring about: 1) an increase in the l ength of time of ex-
cessive CJ.1orgv expenditure ( 2) a tamporary insensitivity to pain (3) a n in-
crease in the carJac i ty .for t he moment;uy expondi ture of .:me r gy ( 4) a dis he':;- · 
ance of i.hG be havior pa tte rn i n p rogr ess (5) all of thesG. :..·· 
( ) 16 . Studies of the conscious occurrGnce of emotions in college students shc.vc 
that: i). str ong 3motions of f ea r o.nd anger occur most of t on in daily lif c 
(2) minor :ne.gr,:ing worr ies occur most often in da ily life (3 ) women t ond tc. be 
more jeal ous than. men (4) emotions a r e not as frequent occurrences as people 
think they ar~) 5) none of thes e . 
( 
( 
( 
( 
) 17 . When is an insur ance s a l e sman most l ikely to catch a prospective cus-
tomar in a good mood? 1) F'rida:y· , February 10 2) IV,onday, ,June 10 (3) \iiednes -
dlty , Septembor 10 (4) Friday , Juno lt~ (5) Monday, January 10 . 
) 18 . Strong psychol ogica l component s a re usually .found i n: (1 asthma (2) high 
b l ood nressuro (3) skin troubles (L~) vmakness of ne rvous and cir culat ory sys-
t ems (S all of those . 
) 19 . I n r~fo rence to the de t ermin2tion of emotion .from f aci-:>.1 expr ession , 
vihich of tho following is fo.lse? (l) diffe r ent emotions C'l.r D charactorized 
by the cliffc ront facial expressions ( 2 emotions in babios aro harde r to 
roco:~nizc than in ad11.l ts (3 ) experience with a ue rson make s ident ification 
oi' his emot:5.on easier h) '.'! i th the use of photographs it i s just as easy tc; 
tell emotion from subj ect, as f r om subject plus s ituation 5 ) the mouth tlnds 
to bo mor8 revea l ing than the eyes . j 
) 20. A person 1 s i ntellig::mcc is: 1 a specific set of abiliti es in j('lim:i -!-,ed 
fit-Jl d (2) his score on 2ny t est vThich i s rsraded in difficulty l evels- (3 his 
ce>.p.qci ty to use pc?.st knmvl edgo in nevi situations (4) his ability to r omemb3r 
(5) his ability to l earn . 
) 21. Mary was a ve ry successful s tudent. Du r i ns an exam sho could close her 
eyes and actuall y s :Je pages from tho t extbook . This is an example of: 
(1) ime.gination de- luxo (2) unusual memory (3) direct reinstatement ( 4) e:Ldeti-:; 
imago ry 5 hci~htencd vis ion . 
) 22 . The most importe. nt f actor t o consider in dociding whether a child ca n do 
first-grade work . is his : (1) pa.rents 1 education (2 m..~turaU.onal age (J I. Q. 
(L,) mental a (SO ( 5) chronological ~ge . 
( ) 23 . 1fiarie has an I. ~ . of 75 a t 8 y ears of age . Her M.A. in 4 yen rs will be : 
(1) 16 , (2) 11 , (3) 10, (4) 12, (5) 9. 
( ) 21.J. . The brgest pe rcentage o.f the population f~1lls within which I . Q. range '? 
1) 73- 91 2) 55- 72 (3) 109-127 (4) 92-108 ( 5) 128-145. 
( ) 25 . George pa cks light bulbs in a factory ne2 r his home . He couldn ' t pass 
t~1o sixth grade . He has been in jail tvro or thr:~c times on minor offenses . 
Ho is probably : ( 1) a norn1:1.l person ( 2) an i mbecile (3 an idiot-sa.vant 
()..~) a moron (5 ;:m idiot . 
( ) 26 . If a n adult 11 l oarned to talk a litt l e and could do ve ry simple work under 
supervision; could read a .fev1 v:ords but could not understa nd tho value of 
money; always ne .:JdGd close supervision , 11 his I. Q. is probably bet ween: (1) 71 
an<.: 80 (2 0 and 25 (3) 26 and SO (1+) )1 and 70 (5) 81 and 90. 
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Multiple-Choice r'ues tions cont. 
( ) 27. In c omparison to the geneml popul ation , which of the following bes t 
de~>cribes 'I'Jrman 's !';ift ed children? (1) grcat::;r deeth rate (2) ~reatcr 
insanity ra.t e ( 3 ~ reate:r divorce rate 0.~) higher ea rnings 5) greater 
suicide r?..te. 
( ) 28 . Tho rolativo constancy of tho I . ~ . is: (1) borne out in experimental 
studies 2 an expe rimont.ql artifact (3 theoretical only (h) fonnd in the 
superior levels only (5) not of significo.nce for the study of intelligence . 
) 29 . We c:m be fairly sure Uwt a lO-yea1-old child diagnosed as n low- grade 
moron vrill: (1) be an idiot in adulthood (2 be able to gr 2.dut>. t c from high. 
school 3 be a rnoron a.s an 2.d:~1lt (4) raisG his I. Q. 50 points in 5 ye.'lrs 
(5) become of nvor;J.f?.e intellif,cnce when he is an :1dult. 
( ) 30 . Pick tho truest ste1 kmcnt : 1) corrGctio:'l of rr.._.,_ lnut rition will raise 
tho I.Q . 2 ) rJmova.l of infected tonsils v:ill raisa th8 I.~ . 3) thyroid 
doficic:ncy J.ovvc rs I.C (4) the sc.1so·:1 o.f birth ~.nflucnces r. r~ . (5) first-
born children inherit slightly 1ovmr I.(; .' s than l c:ter chilc!.ren . 
31. IntE::Ui<;:.:ncc tr.~s t scores sho1lld not be us:;d -::,,-, cor;-.pa.rc people of dif-
fer::mt rac es and cult1U'OS bec;mse : (1) it is pr2ctically impos s iJ;rl..;: to r;o t 
an t>dequatc s.::.:.mple of th8 groups to 1)c campo red ( 2 their physic~- environ-
mont w:LJ.l .be dH.f'crcnt ;].nd this will aff -;ct answers to th8 tests ( 3 differ~ 
.:.mt cul tu:i·os ;md rnccs place stress on different traits in asscss:J_nz i.ni:,c l· · 
l:i.g,.mco .(h }!CoplGs of different r .i.cc s .:-.nd cultu r c:s will have diffcr·:mt 
cultural habits 5) all of tho ;::.bove . · 
) 32 . If yr:~u vre r .-3 a pcrsom1el manngor , which racial group v\'oul d you attempt 
to :.:mploy ~f you hoped to g ·~; t high u.vcra'SG intelligence :i.n your office? 
1) Nordic ( 2) i'.'[editcrrane::m (3 Alpine..: (4) any of th(.!SG (5) none of thcso 
( ) 33 . \ih:i..ch factor would corralate most closoly (without r Ggard to D.lgcbr<".ic 
sign) ·with intellig:..:ncc? (l dis ·5asctl tonsils ( 2) orde r of birth (3 ) rnc .::; 
(h) thy ro·"Ld defici0ncy 5) month of birth . 
( ) Jh . A boy four ye:1rs of Rr>:e is b rought into the clinic . His I.Q . is doter-
mined to bo So . By his physic2l tippe<-ranco , his -'lilmcnt is di3.gnosod as 
c r :::tinism . vihat should bc.1 done for him? (1 ) giv·.; him th,Yroid extract 
( 2) chang8 his homG enviror m;:;nt (3 sond him t o a home for tho f ~._·,c 1Jl c)-minded 
(Lt) give him special trc<ining i n th,; t.1.sks ho fail ·;d on tho intoll~g c:mcc 
tests (5 nothing , as h.is caso :Ls c omplet2ly hopeless . 
( ) 35 , Clinic?.l nsycholo~ists bolicvJ th:J.t most ·3Jrotioml difficuJ tbs: 1) "'re 
abnonnal ~~ ori~inc-.to in childhooJ (3 .?.N th ·~' r :;snlt of inna.te constituti o!"!a.~ 
factors h) cc.nnot be 8XplaL.1cd by psychology ( 5 2.r,~ p<.nT.:ancnt . 
( ) 36 . Ev,"r;-lbo:iy S 01 YS tl1at Brc.tell ,'i is a s_;:>oiled b r c>t . The chances c:. r ·:J that 
h~: r p2.r ,.:.:rrts : ( 1) te.ugllt hur soU-control t:t an 8.~ rly nga ( 2 did thoir best 
to s:1tl.sfy h·.::::n noGds continuo.lly (3 ''!O r o incons i stent , sr:;oth::;ring hor with 
,..,_tt.:mticn on one dc..y and ignorin~~ ll :-: r th:J noxt day 4) Y:c r e r oared under 
conditions lnading to hcalt.h~r Gtnotional devalopment (5 boat her ovory night. 
( ) 37 . 
( 2 
a ro 
FGeiings of .:mxioty: (1 e.rc not pros3nt ir1 inf,..,nt s under 0:10 yoo.r old 
3r:Lse from blocking of no ..;ds 3 ca n be pr ev.:mtcd if all physical needs 
satisi'iod 4 arc; f.o'.lnd only in mo.l2.djustod peoplo . 
( ) .3 8. ilhich of thu following ·would most likely increase self-confidence in a 
r:hilcl? 1) gi vo him a rather difficult t 2.sk and have hin undo rst '-md thA.t he 
can do it and is expected to do it ( 2 punish the child for makin:; errors 
(.3 =:iv8 the chile~. ep_sy jobs v;hich v:ill insure success and s r c.dualJ.y incro.:tse 
tho difficulty of his jobs (l~) .'t l W.'3.JfS reY!<·c rd behavior , novor punish 5) pl ace 
him ln thG company of sel f -confident ::J ldors. 
( ) 39 . In tcCJ.ching 2. child t o avoid hot objects it is 1-)est to: l) sp'3.nk tho 
child Ylhuncve r ho gets na<:lr them (2 bo s, ,_r e that hot objects aro a l ways b ~~­
yond his r<.:ach ( 3) give tho child m<:>.n7 opportuni tic s to touch lwt obj acts 
(4 toll the child that hot 0bjocts arc painful 5 lot tho child touch a 
hot object under careful snporvision . 
) hO . Jolmny oftc;n strikes his baby sist..::r . His parents could b .:::st deal with 
this problem by: (l) punishing Johnny V!honc,.re r he strikc.:ls his sister 
( 2 carefully oxplninlng to .Johnny that nggrossion is not ::tn. a·,propriate 
form of behavior in the home (3 giving J ohnny ampl e ch;:mce othcr!!isc to 
cxor :3s s his aggross:i.on 4 lot .Johnny eX-;1GI'.Li]nC8 .frustr:.tio:1 so t:l.:-'.t .fru3-
tr.::'.tion tolo r 2nc c; Viil l be developed (5) ignoro Johnny ' S azg:rossivo b..:;h;:vior 
unlos s it gots out. of h2.nd , o..nd th,Jn deo.l wlth it firmly and imncdi:::t.;ly . 
4. 
( ) 41. Dave and Tim are playing with toys . Thdr older brothor takes the 
toys awc..y. Dave trics to hit him, but Tim plays with something else . Wo 
c:.n observe the.t Dave has th.J ViO<J.kcst: (1) aggressive tendency ( 2 ) pnr-
sonality limitation (J) aggression control (4) frustration tolerance 
5) punishment attitude. 
) l.~2. Since masturbation is common in all children , at ono ago or another, 
we may conclude the.t: (1) bett.::: r me thods of control should be used 
(2) serious consequences will r esult (J) it is a basis for the pr0valence 
of neuros es in our society (4) s exual desire matures very early (.5) it is 
not a pathological practice . 
3 2 3 
) 43. Prob3bly the chief source of ma l a djustment in homosexu?.ls is: (1) mental 
disease (2 attGmpts to fS;:..in c.. ttontion of the opposit0 s :Jx (J) social rej ec-
tion (4) gl a ndular dysfunction (.5) P': rve rse sex pr:lctices. 
( ) 1+4· Obstacles the.t thvw.rt the s<:>.tisfa ction of drive s or motives produce a 
condition whj_ch psychologists call: (1) sublimation (2 frustration (3) re-
gression CJ i) psycho~enic illness (5) inhibitions. 
( ) 45. A frustr ,<tted v;oman who wants. to bo a beauty queen but is f a r from 
beautiful t ypifh>s: ( 1) environmental frustra tion ( 2 experimen-tal frustra-
tion (J excmpJ.ary frustration (L,) conflict frustra tion (5) nono 'of the s e , 
( 
( 
( 
( 
( 
( 
( 
) 46 . Ego-bJ.ocking gnmes: (1) arc projoctive techniques used only with 
prob1cm· childr en 2) c::m be used by p:n ents to diagnos e their children 1 s 
omotion-::.1 dif .ficul tics (3) r2veal a vari0ty of emotionc.l rGactions to frm;-
tration n~) arn popular on school pl nyg round.s (5) involve conditioning thE: 
child to anxi ety. 
) 47. Tho scap8gont mc.; ch,: nism, as usod to explain racial pre judices, is best 
defined as: (1) criticizing inferior peoples (2) r a tionalizing personal 
i nferiorities (3 displ-:=tccd ar;gression (4) ov::: rc ompensetion (5) dissociCt tion 
of i nhibitions. 
) 48 . Tho mos t effe ctive cure f or alcoholism is: (l) self-unde rstanding 
(2) n<mseatin~ the pat ient through the usa of "condi tioncd r e sponse" thcr~py 
(3) court punishment (4) d,-,priving tho pc>.ticnt of alcohol (5) symp.=~thy. 
) L19. The most common t,ype of ment~l abnormality in th0 U. s. is: (1) alco-
holism ( 2 psychoneurosis (3 d8linqucncy CL1 psychopnthic pe rsonality 
(.5) involutional disorders. 
) 5o. 
(2 
What typ8 of practitione r follov·s Fr eudian theor-y? (1) podia trist 
orthopsyc:-tiatrist 3) psycholoe- i s t (4) psychiatrist (5) psychoanalyst. 
) .51. The ini ti8l s t op tovra rd r ecovery from a psychological disorde r is ac-
complished who;> tho patient: (l) l eaves his r og r os s od st~to (2) is hypno-
tized seve ral time s (3) is given a pl ncobo 4) g::'.ins insight into the na t u re 
of his difficulties (5) goos through ca tha rsis. 
) 52. 
(2 
\~hich of tho followin~S is least ca tha rtic in effect? 
psyc,hod:r~m<' (J dro <J.m- 1'.mlysis 4) finger-painting. 
l) pl ay-thPrH.py 
) 53. One of KP_r cn Horney's criticisms of psychoanalysis is th::t: (1) tho 
a d.ul t neuroses 2 r o a product of childhood experiences (2 tho individua l 
nood not conflict v:i th his soci'C\ty (3) the bas ic human ne2ds ,?. r c conditioned 
by a single lifG f orce 4) nondirective the rapy holds thG key to effective 
cure (.5) psychoana lysis is too expensive . 
) .51+ . Tho eclectic psychothe rapist will r ely on v;hich of the following? 
(l) sugg,3stion (2) catharsis (3) reas surance (4) psychoandysis (.5) any of thes ' 
Mn.tching Qu estions 
Sol ect for oe.ch t l-, rm thi.: £E!£ most approprintc alterna tive. 
Mc.. tch t he man 's name v:J ith the most a ppropriate alternative . 
1. Sigmund Froud ( ) Leading exponent of nondirectivG thc rP.py 
2. Fr e..nz J','1osmor ( ) His school of p syc hie?, try is known as the 
psychobiological school 
J . Cr.1.rl Roec rs ( ) Leading America n critic of Freud 
4. Adolph ~-'toyer 
( ) First used hypnosis t n tre2t mont of illness 
5. Karon Horney 
5. V.tatching Questions £2£~· 
I. Suppose five prosidontial ccmdidc. t <l s ·we r e dofo;;~t Gd in the convention 
by .:t 11 da rk hors e . 11 Id: mtify hmv each of thom adjusts to his defeat . 
2 . Rogrcssion 
3. Co:npcmsation 
)~. Repr ession 
r' :; . 1~-.tion.:cliza t ion 
( ) Has Been refuse d ever to think of politics Bg::>.in. 
) Hewey started rumors that discrodi tod the dark 
horse . 
( ) wru_ rus put n.ll his :me rgies into 2. business 
venture . 
( 
( 
) 
) 
Prom~e went home and threvJ a t omper tc.ntrum . 
Rw11an decided ho did not r oally we.nt thJ nomination . 
II. Me.tcll ench t e rm bclov! with t ho illustra tion that fits it . 
1. Hypochondria ) Dolibomto f <.:.ki~g 
2. Ps~rchr) S 0!'19. t i c dis::Jrdor ) 11 Enjoying poor hsalth11 
' 
J . i\Ieu:r<:>.stlwni e.. -( ) Ulce rs and a sthma 
!1. Ily s t:J rin ( ) Ne rvous hous owi .fe : 
~-.. 
5. lt ".l in-: ,; ring ( ) Function2. l anesthesia 
III. Sc1uct, for oa.ch t orm, tho one most a ppropria t e altc rnntive . 
1. Pi tui.te ry gl and 
2. Adr cma l c ortox 
3 . P.s r ,-:.t hyroids 
h. Thy roids 
) . None of thosG 
( ) Calcium in blood. 
( ) Dis .~ppe;us afte r pubr; rty. 
( ) Ac romegaly. 
) Dw2. rfisrr1 c.nd gi c.ntism. 
( ) Rcgu lc=tt c s r c: tc ~t which body f unctions . 
) Secret e s e drenin . 
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APPENDIX C 
Copies of Forms Used 
II 
Appel"leliJE l: 
Group Leader Behavioral Check List ~-~ 
To t he observer: 
Pl ease study the descriptions of behavior sot forth in the following eight 
categories of gr oup l eader statements or questions. During each classroom obser-
vati on period pl ease place a numbe r (progressing numerically) opposite one of the 
ei gl1t cat egories each time the group l eade r speaks. 
l. 
2. 
Lea rne r-supportive sta t ements or questions 
a ) Leader agrees with ideas or opinions offe red by student 
or students 
b) Leader commends or r eassures student or students 
c) L<::ade r' s ag r eement is expressed in a short phrase or 
monosyl l abic, 11 Yes, 11 11 Right, 11 etc. 
Accentant or cla rifying statements or questions 
a) Leader 's statement shows sympathetic understanding of 
student verbalization 
b) Leade r r estates clea rly and succinctly the intellectual 
content of s tudent statement 
c) Leado r cl arifi es and r eflects the emotional content of 
stud0nt statemont 
3. Pr oblem-structuring s t a t ements or questions 
a ) Leade r objectivel y of f ers idea or opinion which throws 
light on probl3m being discussed 
b) Leade r offers ideas on procedures that might assist in 
problem solution 
h. Noutr e.l s t a tem.~mts off J ring no suppo rt 
a) Load,~ r soliloqu izes concurning problem unde r discussion 
b) Loader qu estions himsel f a l oud 
c) L,Jade r r epeats verbatim a question or s tatem.ent made by 
student 
d) Lea.dc) r uses a poli t o formality 
e ) Lee.dcr make s stat~m::mt having t o do with adminj.strative 
procedure 
---------------------
-----------------------------5. Di r ecti ve statements or questions 
a) LE!ad<: r 1 s stat ement advisee student on course of action 
b) Leader's stat ement nArrowl y limit s or offers no choice 
of class or i ndividual behavior 
c ) Leader implies that his a.ppr oval is contingent upon 
student 1 s 2. cccpting l eader 1 s advi ce 
----------------------6. Repr oving , disapproving or dispa raging questions or statements 
a ) L8ader r ej Gcts idea or beh8vior of s tudent or class 
b) Le<:tder implies that stupidity is inherent in question 
asked or statemc-:nt made by student 
c) L'.5P.de r ' s sta t emont indicates that achievement crite ria 
he.ve not been met 
------------------------------------7. L03.der-suppor tive sta t mnonts or ques tions 
a ) Load3r r ef ::) r s to hims elf or his idee.s in a defensive 
manner 
b) Leader as s erts his authority to force ac ceptanc o of 
i dea r eject ed by s tudent or class 
c ) L.:;ador justifies statements on emotional r ather than 
logical or empirical basis 
-------------------------------
8 . TJ nclassifiable sta.t oments or questions by Leader 
------------------------------
-:H:·Bn.sed on a study done by Jo}m Withall, "The development of the climate Index." 
Journal of I':ducational Research, 1951, 45, 93-100 
To the Student: 
FOUNDATION IN SOCUL RELATIONS 
Discussion Evaluation 
82'1 
Your coop8ration in dete rmining the eff ectiveness of your class 
discussions is reques t ed . Jlease answer each of the followin:s questions 
by pl2cing a check ma rk ( v) any place along the lines . Your check marks 
need not b8 directly above a ny of the descriptive phrases, which a r c:. fur-
nis he:d .CJ.s guides only, but should be located to express your own opinion. 
Do Not Sign Your Name . 
1. Compared with the l ectures , our discussion sessions as sources of ideas 
a r e ; 
Greatly supe rior Somewhat 
bett er 
About the 
same 
2. During our discussions the group l eade r; 
Not so 
valuable 
Is t oo 
quiet 
Should prevent · 
long pauses 
Can't 
keep still 
Mi ght l et us 
carry the ball more 
3. Our gr oup discussions; 
Ar t~ always Are Fr<:quently 
intellectually usually cla rify 
stimul ating thougbt-provoking my thinking 
Rar el y incr ease 
my 
psych. knowl edge 
)~ . As a forum to "blow off steam11 our discussions; 
Ar e 
useless 
Don 1t give. me 
much oppo r tunity 
Sometinies ' 
make me 
f eel better 
5. I•,!y discussion-mates demonstrate; 
Compl ete and 
sympathetic 
underst.e.nding 
of each other 
Emotional 
insight 
though not 
sympathy 
Understanding 
a t times, 
indiffe r ence 
a t othe rs 
Fulfill my 
expectations 
Habitual 
indi ffe r enc e 
t oward 
the world 
Much 
Inferior 
Tal ks w~en 
he should 
I;.r ,;; a. . 
waste 
of time 
Kf~ake the 
cours e 
worthwhile 
Fr equent 
hos tility 
toward 
each other 
:,dditional c omments: (e . g ., How might these discussions be made more 
significant for you?) 
FOUNDATION IN SOCIAL RELATIONS 
I Social Science and Socia l Tensions 
Required Readings: 
Preface, Foundations and Chapter I in Ruch's PSYCHOLOGY AND LIFE, 
4th editi on 
Sugp,ested Readings: 
a) Article on David Riesman in Tllv1E lV!agazine, September 27, 1954 
b) Chapt e r I in THE PROPER STUDY OF J'. '<A!~KIND - Stuart Chase 
3 2 8 
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FOUNDATION IN SOCIAl, RELATIONS 
Discussion Guide for Assignment I 
1. ·what specific kinds of human behavior are of interest to psychologists? 
2 . With vrhich othe r s c i ences i s psychology directly r e l ated and in what ways? 
3 . Marshall some argwnents why psychology should or should not be classified 
a s a science . 
4. Of what value is animal r e search to psychologica l science? 
5. Do you suppose that a study of }:;ichela ngelo' s biographies, notes, or 
diaries from a psychologica lly sophisticated viewpoint would help you 
in understa nding h i s creative masterpieces? 
FOUNDATION IN SOCIAL HELATIONS 
II Individual differences in Personality 
Required readings: 
a( Chapter 2 in Ruch's PSYCHOLOGY A~ID LIFE, 4th EDITION 
b( "What Manner of Morph are You 11 LIFE Magazine, June 2.5, 
19.51 (in our libra~) 
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FOUNDATION I N SOCIAL RELATIONS 
Discussion Guide for Assignment II 
l. It is probably true that more peopl e r el y on such pseudo-sciences as 
as trology , phrenolozy or tea-leaf reading in making important personal 
decisions t han they do on scientific psychology . \i{hy i s this so? 
2 . What i s the r el ationshi p bet-vveen the humor al theori es of par sonali ty a nd 
the modern medical specio.lty of endocrinology? 
3 . How do the va rious methods of measuring pe r sonality traits compare 'N i th 
one anothe r in terms of val idity , reliability and objectivi ty? 
L. . The concept of the nor mc.-.1 probability curve may be something new to you . 
Discuss t he val ue of this phenomenon in the study of per sonali ty . 
5. 11Fat peopl e tend t o be jovial and happy- go-lucky." Criticize this 
sta t ement from our folklore . 
8 31 
FOUNDATION IN SOCIAL RELATIO NS 
III Heredity and Environment 
a) Chapter 3 in Ruch's PSYCHOLOGY AriD LIFE 
~uggested readings: 
a) A Study of Thumb-and-Finger Sucking in Infants 
- M? Kunst 
(on reserve in RISD library) 
b) Studies of Identical Twins 
(on reserve) 
Reared Apart 
- B. s. Burks & A. Roe 
c) Mother-Child Interaction and Social Behavior of Children 
- B. H. Bishop 
(on reserve) 
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FOID~DATION I N SOCIAL RELATIONS 
Discussion Guide for Assignment III 
1. In what ways is the formula Heredity X Environment X Time : Developnent. le-: e~._ 
more accurate than He reJity Elus Environme nt plus Time= Devp't level wou~~( t.._·! 
2 . Lysenl~o-USSR -inheritance of acquired characteristics. Make t he forE.going 
meaningful by relating them t o one another. 
) . Cretinism and acromegaly are both due to malfunctioning of the 
Are these identical disorders? 
4. Of what significance for personality understanding is a knowledge of t he 
self-concept? 
5. How would you differentiate between 11 abili ty" and "aptitude"? What has 
maturation to do with either? 
FOUl'ffiATION IN SOCIAL RELATIONS 
IV Intelligence and Special Abilities 
Required r eading: 
Chapter 4 in Ruch's ~sychology and Life 
Suggested reading: 
11 So That's What Happens to Child Prodigies, 11 Saturday Evening Post, 
Feb. 2, 1952 (on reserve in our library) 
3 3 4 
FOUNDATION I N SOCIAL RELATIONS 
Discussion Gui de for Assigrunent IV 
l. Yihat a r e sorne of the advant ages or disadvantage s of verbal and perfo rrr..ance 
t ests of intelligence? 
2 . Do you suppos e that the primary menta l ab ility i dent i fied by Thurstone as S, 
the space fact or, is nec essary fo r success a t RISD? 
3 3 5 
3. Criticize the experiments reported in your t extbooks on he r edity , envir onment 
and change in I. Q. 
4. ·vJhat meanings does t he term "pri me of life" have for you? 
S. Several investigat ors have r eported that girls consis t entl y ear n highe r 
~r2 des in high school than do b oys . This prove s that ~irls are mor e in-
telligent than boys --- or does it? 
FOUNDAT ION IN SOCIAL REIJ,TIONS 
V Biological Drives and Social Motives 
Required r eadings: 
a) Chapter 5 in Ruch - PSYCHOLOGY AND LIFE 
b) "A Child's Trauma" by William E. Leonard in 
AN INTRODUCTION TO SOCliiL SCIENCE pp. 174-182. 
(On reserve in our library) 
Suggested r eadings: 
Selections 15, 16 and 17 in AN INTRODUCTION TO SOCIAL SCIENCE 
as 6 
FOUNDATION IN SOCIAL RELATIONS 
Discussion Guide for Assignment V 
1. Tho subj ects used in the Minnesota hunge r experiments during vV . W. II under-
went ma rke d physical, intellectual and pe rsonality changes. What sorts of 
changes might we predict as a result of equally s eve re frustration of a psy-
chol ogica l want? 
2. In v,-hat ways do biologica l drives differ from psychologica l or social motives? 
3 . Henry regularly stays up all night on Monday to complete his 3D problem. 
Rar ely doe s he get a desirable crit on his solution. What symbolic r ewards 
a r e being sought? Are any achieved? 
4. Chloe is continually tired , although she does practica lly nothing . The cause 
of her f ati gue may b e • 
5. During the past genera tion psychologists have become inc r easingly interes t ed 
in hullk1.n value systems . Vihy? 
FOUNDATION IN SOCIAL RELATIONS 
VI EMotions and Their Effects on Behavior 
Required r eading : 
Chapte r VI in Ruch's Psychology and Life, 4th edition 
Suggest ed r eadings: 
a) Facial Expressions of Emotion - Coleman 
b) The Frequency and Affective Character of Childhood 
Memories - Waldfogel 
c) Personality Structure in a Common Form of Colitis -
Seward, Morrison and Fest 
. d) Acculturation and Illness- Ruesch, Jacobson and Loeb 
(Above four monographs on reserve in 
the RISD library) 
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FOUNDATION I N SOCIAL RELATIONS 
Discussion Guide f~ Assignment VI 
l. Although emotions and physiological dri vcs are alike in that they motivate 
behavior, you should be abla to differentiate drives from emotions on at 
least three bases. 
2. Describe both the ovc:rt and inne r changes in behavior that might occur in 
a football player being unfairly penalized for 11 slugging'1 by the r eferee. 
3. Dmnonstrate the importance of chronic emotional disturbances in the deve1o~)­
mont of several com"'On ailments, e.g., stomach ulcers, hiGh blood press1....:::·8 , 
or colit is. 
4. Some psycholo~ists tend to reject or accept y;ith reservations Dr. Ribble: s 
conclusions conce rning the eff ect of inadequate "mothering" on the physical 
and emotional he0.lth of babies . How do you feel about her findings? 
5. Although adolescence is considered a period of 11 storm and strife11 in our 
culture , i.ih rga.ret Mea d and other scientists point out that it is a ca r efree 
period of life in many societies. Vw hy is this so? 
FOUNDATION I N SOCIAL RELATIONS 
VII Frustration and Conflict 
Required reading : 
Chapter VII in Ruch 1 s PSYCHOLOGY AND LIFE, 4th Edition 
Su~~e st ed readin~ s : 
a) The Effect of Induced Anxiety or Flexibility of 
Intellectual Functioning - E. G. Beier 
b) The Effect of Antecedent Frustration on Projective 
Play- L. J. Yarrow 
c) Doll Pl ay Ag ~ression in Normal Young Children: 
Influence of Sex, A~e, Siblin; Status, Father's 
Absence - P. s. Sears 
s 41 
~Discussion Guide FOR .:'i.SSIGNMNITT VII 
Questions for Discussion: 
1. In a highly organized society frustration of some impulses is a normal part 
of eve~day life. Are there aqy evils attendant upon frustration of all 
natural appetites? 
2. Support your agreement or disagreement with the conclusion that the difference 
between good adjustment and poor adjustment is often due to accident or pure 
chance. 
J. How vruld you explain the fact that, although on the surface it s eems stupid, 
many intelligent people sometimes engage in persevorative behavior? 
4. A r athe r outstanding professional m~n, the members of whose immediate family 
suffered from both physical and mental defects, often spends his entire lunch 
period of t wo hours in his basement in target practice with a revolver. Do 
you think that this behavior is likely to have therapeutic value? 
5. If a given individual knmvs that some members of his family are psychotic, 
what advice would you give him with r espect to the choice of a mate? Should 
he give up a ltogether the idea of mar~ing and having children? 
6. How can intoxication, which often ends in boisterous, aggressive behavior, 
be characterized as a withdrawal r esponse ? 
Tl1e Case of Bill Jenkins: 
Bill is the eighteen year old son of lVl!'. and Mrs. William P. Jenkins, Sr., 
of Waban, Massachusetts, a suburb of Boston populated largely by successful 
business or professional men vhose income usually exceeds $10,000.00 per year. 
Bill's father is the Vice-President of an Engineering Consulting firm. The fathe~ 
has a B. S. degree from M. I. T. in Civil Engineering, has traveled all over the 
world on construction jobs, and is especially interested in building bridges and 
highways. Bill's mother is an active clubwoman, holding membership in the Garden 
Club of Boston, the D. A. R., and the League of American Penwomen. The Jenkins : 
fourteen year old daughter, Susan, attends the Cambridge School, a private s econd-
a~ school which uses the progressive teaching techniques in its instruction. 
Bill, enco11r aged by his art instructors, has become increasingly interested in 
the possibility of his becoming a sculptor during the course of his four-year 
stay at Groton. During Christmas vacation of his final year at Groton Bill told 
his f ather that he would like to apply for admission to Rhode Island School of 
Design to study sculpture. Mr. Jenkins r ejected Bill's idea as being ve~ im-
practic~l. "How do you plan on earning your living? 11 asked Mr. Jenkins, "I can't 
afford to support an artist, and besides I won't have a son of mine associating 
with those crackpots that let their hair grow long and show no interest in prac-
tical thincss like getting a good job and raising a family." Nonetheless Bill 
applied to RISD, took the entrance exams, and in l~pril was notified that he had 
boon accepted. When Bill showed his acceptance letter to his father, Mr. Jenkins 
shouted, 11 I told you v1hat I think about artists. If you go to that place you 111 
not get a cent from me for your tuition or support. If you want to go that badly, 
it ' s alright with me • " 
You're Bill Jenkins; what's your next step? 
FOUNDATION I N SOCIAL R"SLATIONS 
VIII Mental Hygi en8 ; Prevention and Treatment of Emotional Disorders 
Required r eading: 
Chapte r VIII in Ruch 1 s PSYCHOLOGY AND LIFE, 4th EDITION . 
Su2;g8stcd reading~: 
One or more chapte rs on the def ense mechanisms in 
Symonds' DYNAMIC PSYCHOLOGY (on reserve in RISD libra ry) 
842 
FOUNDATION IN SJCIAL RELATIONS 
Discussion Guide for Assignment VIII 
1. Jim is the eighteen-year old son of respectable, lower-middle class parents. 
843 
Since the age of 14 he has been arrested five times; twic e for car thefts, 
once for 11 rolling11 a drunk, once for burglary and just yesterday for attempted 
rape. Shoul d the authorities put Jim in prison and 11 throw the key away 11 or 
should psychothe rapy be tried? If the latte r, which t ype of psychotherapy? 
2. What a r e the most frequently used physical methods of treatment used in 
psychiatry ~nd for what sorts of disorders is each indicated? 
3. Familiarize yourself with the various methods of psychotherapy described in 
Chapter VIII in your t extbook . Choose the one that you think woul d be 
gene rally most effective , backing your choice with logic or experimental 
evidence , 
4. A freshman, who dis liked school but had ente r ed college at the insistence of 
his parents, slipped and fell while pl aying basketball. When he tried to get 
up , he found that he could not move his l egs. He was taken to a hospital, 
where a complete medical examination failed to reveal any organic injury. 
The boy , nevertheless, maintained that his l egs we re paralyzed. Since the 
paralysis persisted for s eve ra l weeks , his par ents arranged for him to r etur n 
home . Afte r he had been under the care of his family physician for a few days) 
he r; radually r ecovered the use of his legs but r efused to return to college , 
where he had been unhappy and had done unsatisfactory vro rk . Should he b~ :::2r~' 
back to coll ege , told to leave home and ea rn his own living , or jus t what 
should the parents do with hi m? 
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